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Peer observation is a type of classroom observation in which one teacher 
observes another for mutual or self-benefit. The aim is to help teachers learn about 
their own teaching as well as other teachers’ styles and techniques, understand 
features of student behavior and classroom dynamics, and increase overall 
professional development, which leads them towards becoming better teachers.  
The aim of the study was to discover the perceptions of the participants on a 
proposed model for peer observation. As a part of the teacher development program, 
a process of peer observation is currently being considered for implementation at 
Anadolu University, School of Foreign Languages (AU-SFL). Before such a process 
is implemented, a model for the process needs to be developed.  In this study, a pilot 
peer observation process was conducted with an adapted version of the clinical 
supervision model, in which the role of the supervisor was filled by a peer. Two 
experienced and two novice teachers who work in AU-SFL participated in this case 
study on a voluntary basis. 
To collect the data for the study, teachers were asked to answer a pre-
observation questionnaire before the peer observation process began, keep reflective 
journals throughout the process, and answer semi-structured interview questions after 
the process ended. 
Participants’ responses to the pre-observation questionnaire were recorded 
and entered into a series of tables. Transcriptions of the interviews were read and 
every response related to the research questions was highlighted. The responses from 
each participant were then paraphrased in a series of tables, one table for each 
research question. The reflective journals were read, and then comments related to 
the research questions were underlined and put into the tables together with the 
interview responses. 
The results show that all of the four participants felt the peer observation 
process contributed to their professional development in varying degrees. They 
emphasized the contributions of the process to their teaching skills as the major 
benefit of the observations. All participants stated that the peer observation process 
encouraged collaboration among colleagues. Although their perceptions about peer 
observation had varied before the observation process began, the responses of all of 
the four participants to peer observation after taking part in this study were positive, 
showing definite change. 
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CHAPTER 1: INTRODUCTION 
Introduction 
      Change is an important issue for language teachers as language teaching has 
been subject to innovations for years. Teachers need to keep up with the changes 
which occur in language teaching, and as Lange (1990) states, teacher development 
is a way to do this. Underhill (1999) also emphasizes the importance of teacher 
development since it helps teachers to remain fresh, alert, and up to date. In recent 
years there have been various proposals on how teacher development can be 
facilitated, both for pre-service and in-service teachers. These include action 
research, the use of learning logs or diaries, and classroom observation (Richards &  
     Nunan, 1990). One kind of classroom observation, peer observation, is often 
recommended as a means of improving teacher effectiveness and promoting staff 
development (Richards & Lockhart, 1992).  
Background of the Study 
Peer observation is defined by West (1999) as a kind of observation in which 
one teacher observes another for mutual or self benefit. The aim is to help teachers 
gain new insights into their own teaching as well as the teaching methods of others, 
acquire new teaching techniques, understand aspects of student behavior and 
classroom dynamics, and increase overall professional development, which leads 
them towards becoming better teachers.  
Peer observations may be used for formative and/or summative feedback 
(Pennington & Young, 1989). In formative evaluation the purpose is to help teachers 
improve their performance by giving them advice or information about their 
teaching. The summative evaluation is not mainly for teacher development, but for 
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giving information to administrators on who to hire, fire, or promote. For the 
purposes of this research study, the emphasis will be on formative evaluation as the 
purpose of formative evaluation is to assist teachers with the improvement of 
teaching. 
There are different approaches to classroom observation. Day (1990) 
mentions two types of approaches to observation, qualitative approaches and 
quantitative approaches. He summarizes the goal of a qualitative approach as being 
to provide varied, descriptive data about what happens in the classroom. This 
approach is especially useful when the observer wants to study a broader picture of a 
lesson rather than focus on a particular aspect of it. The main purpose of quantitative 
methods is defined as the counting of events that occur in the classroom. The event 
which will be quantified should be determined before the observation starts. 
According to Wragg (1994), qualitative and quantitative approaches should not be 
seen as opposites since they can complement each other. Based on the needs of the 
teachers and observers and the aim of the observation process, one or both of these 
approaches can be used.   
Together with the approaches adopted, different models of observation can be 
used depending on the purpose of the peer observation process. The most well-
known models of observation can be listed as directive supervision, alternative 
supervision, collaborative supervision, non-directive supervision, creative 
supervision, self-help explorative supervision (Gebhard, 1990), clinical supervision 
(Gaies & Bowers, 1990), and mentoring (Issues, 2000). 
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Except for mentoring, there is a supervisor doing the observation in all of the 
models mentioned. The models are based on the different roles of the supervisor, 
depending on the purpose of the observation process.   
In this research study, an adapted version of clinical supervision with peer  
observation was implemented as a case study. Different aspects of the models   
explained above can form the basis for the peer observation, depending on the needs 
and the expectations of the participants in the peer observation process. There are 
certain aspects of clinical supervision which makes it suitable for our unit. While the 
other models do not have a specified procedure for observations, clinical supervision 
enables both the observer and observee to follow an organized procedure due to its 
cyclical structure. The second area in which clinical supervision differs from the 
other models, such as directive supervision, alternative supervision, and mentoring, 
is its emphasis on the professional development of teachers, while most models 
mentioned tend to be focused on supervisory approaches.  
Statement of the Problem 
  Anadolu University, School of Foreign Languages (hereafter AU-SFL) lacks 
a teacher-training program due to personnel and financial problems. Since peer 
observation is defined as “a relatively cost effective form of teacher in-service 
requiring little equipment and virtually no outside expertise” (Buchanan & Khamis, 
1999, p. 8), it may be a starting point for a teacher development program currently 
being considered for implementation at AU-SFL in the near future.  
  The attitudes of the administrators and the teachers working at AU-SFL 
towards peer observation were explored in 2000 by Karabağ. The results of this 
research study showed that both the administrators and the teachers are in favor of 
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peer observation in general. As a part of the teacher development program, a process 
of peer observation may be implemented at AU-SFL in the near future. Before such a 
process is implemented, a model for the process needs to be developed. This pilot 
peer observation study was conducted with the clinical supervision model to discover 
the perceptions of the teachers who use the model in the study and to make a 
probable future implementation of peer observation more effective based on the 
comments of the participants. 
Purpose of the Study 
  The purpose of this study, then, was to pilot a peer observation process. The 
process used in the study was conducted with an adapted version of the clinical 
supervision model in which the role of the supervisor is taken by a peer. Two 
experienced and two novice teachers participated in this study on a voluntary basis. 
The aim of the study was to discover the perceptions of the participants on the 
proposed model before an actual implementation of the process of peer observation 
begins. 
Significance of the Problem 
As Moon (1994) states, in some contexts, the possibilities for professional 
development may be quite limited due to personnel and financial problems. For 
institutions which do not have the opportunity to implement teacher training 
programs, peer observation might be a way to develop professionally as it does not 
require too much expenditure of time or money (Varlı, 1994). Glover (1995) 
supports the same idea by stating that there are few in-service opportunities that  
could be more classroom-based, practical, and accessible than watching the lessons 
in colleagues’ classrooms.  
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At AU-SFL, a teacher training program has not been implemented due to the 
problems mentioned above, but all administrators have positive attitudes toward peer 
observation as an element of professional development. In this study, the aim is to 
suggest a peer observation model which can be appropriate for the context of our 
institution for future implementation. This pilot study can form the basis for the 
implementation of the peer observation program.  
Richards and Lockhart (1992) state that peer observation can play an 
important part in a language program because it develops collegiality. Beigy and 
Woodin (1999) agree that peer observation can encourage sharing of knowledge, 
experience, and excellence with colleagues. They say “ the underlying principles 
behind peer observation can also help to foster a culture of team work. It is a means 
of working towards a collective interest in, and responsibility for, teaching and 
learning in the department as a whole.” (p. 3) 
If the pilot study shows that peer observation is a meaningful professional 
development activity for the participants, and a systematic process of peer 
observation is initiated in our school, the proposed model might form the basis for 
the implementation of the peer observation program. This program could then 
contribute to the development of teaching expertise and collegiality in our 
department. 
Also, the proposed model could serve as a basis for the development of an 
appropriate model for the different contexts of other institutions considering the 
implementation of a peer observation program.  
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Research Questions 
     This study will address the following research questions: 
1. Will going through a peer observation process based on a clinical 
supervision model, consisting of a pre-observation consultation, the 
classroom observation itself, and a post-observation analysis and 
discussion, be perceived by the participants as a productive professional 
development activity? 
2. What do the participants perceive as the benefits of peer observation with 
the adapted version of the clinical supervision model used? 
3. Do participants believe that peer observation with this version of the 
clinical supervision model helps them develop collegial relationships? 
4. Are there any changes in the perceptions of the participants towards peer   
observation after taking part in this study? 
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`CHAPTER 2: LITERATURE REVIEW 
Introduction 
In the previous chapter, areas of research pertinent to this study, teacher 
development and its significance, classroom observation, and the contribution of 
peer observation to teacher development are outlined. This chapter provides a 
more in-depth discussion of these issues. 
Teacher Development 
The process of lifelong learning and development in the teaching 
profession is emphasized in numerous training texts and represents a common 
value among language educators. 
In an article in TESOL Matters, Nunan (1999) points out that, “Education 
and training does not end upon graduation but is career long” (p. 3). England 
(1998) supports the same idea in her definition of professional development by 
viewing it as a “coordinated effort and lifelong process from the first days in a 
teacher education program and extending throughout one’s career” (p. 1). In the 
same vein, Underhill (1999) defines teacher development as “the process of 
becoming the best teacher one is able to be, a process that can be started but 
never finished” (p. 17). 
Since the history of language teaching is characterized by change, 
teachers might easily feel isolated from changes in professional theory and 
practice if they do not undertake conscious effort to keep up to date (Perren, 
1999). Both Lange (1990) and Underhill (1999) highlight the importance of 
teacher development, as it is a means of remaining fresh, alert, up to date, and 
amenable to change. On the other hand, teacher change is not an easy thing to 
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achieve. Teachers’ awareness of a need to change is the necessary prerequisite 
for the process of change to begin (Pennington, 1995). As Maley indicates:  
            Change which is imposed from above is all too often accepted 
but not embraced. Change needs also to come from below, 
from the teachers who will have to implement it. This can 
only happen if they themselves both understand it and accept 
the need for it (as cited in Roe, 1992, p. 5).  
 
Similarly, Wajnryb (1992) underlies the significance of teachers’ desire to 
change in the following extract:  
 …..teachers themselves are the primary initiators of their 
own development. The spirit of enquiry, the wish to reflect 
on one’s own teaching, perhaps to explore other paths, comes 
from within the practitioner: it can not be imposed from 
outside and then measured by some objective tool. (p. 10) 
 
Even when teachers themselves are aware of the importance of the 
process of lifelong learning and personal development in the teaching 
profession, the possibilities for professional development might still be quite 
limited in some contexts due to personnel and financial problems (Moon, 1994).  
In recent years, there have been numerous proposals on how teacher 
development can be facilitated, both for pre-service and in-service teachers. 
These include subscribing to professional journals, attending conferences, 
participating in research projects (Brown, 1994; Crandall, 1991; England, 1998), 
action research, the use of learning logs or diaries, enhanced models of 
supervision practice, classroom observation activities (Borich, 1999; Richards & 
Nunan 1990; Wragg, 1994), and, in relation to classroom observation, peer 
observation and analysis of classes (Beigy & Woodin, 1999; Blackwell & Mc 
Lean, 1996; Cosh, 1999; England, 1998; Fitzpatrick, 1995; Glover, 1995; 
Richards & Lockhart, 1992). The paradox is that some of the ideas mentioned 
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may not be applicable for institutions with limited resources. What may serve 
more effectively for pre and in-service teachers having inadequate resources in 
terms of professional development is to inform them of the opportunities to grow 
through collaborating with other colleagues and giving them some helpful 
guidelines on how to survive and flourish as professional teachers until the end of 
their careers (Fitzpatrick, 1995; Perren, 2000). 
For the purposes of this research study, peer observation as a 
collaborative and reflective process will be the focus since the model which is 
outlined in this study is a relatively cost effective form of teacher in-service 
requiring little equipment and virtually no outside expertise in the peer 
observation process as defined in Buchanan and Khamis (1999). 
Classroom Observation 
In a broad sense, observing the actions and interactions of professionals 
enables practitioners to gain a sense of what is valued in that discipline and how 
professionals working in that discipline respond to events. With respect to 
classroom observation, it involves visiting a class to observe different aspects of 
teaching. Observing other teachers to learn about their approaches to teaching 
will provide important insights about one’s own growth as a teacher (Borich, 
1999). In addition, “skillfully handled, classroom observation can benefit both 
the observer and the person observed, serving to form and enhance the 
professional skill of both people” (Wragg, 1994; p. 6). 
Approaches to Classroom Observation 
In the literature (Acheson & Gall, 1980; Day, 1990; Wragg, 1994), 
approaches to classroom observation are divided into two, qualitative and 
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quantitative approaches. The origin of the qualitative approach, also called 
ethnographic (Wallace, 1991), stems from anthropology, in which researchers 
make a complete record of events that happen in a particular aspect of a society. 
Day (1990) outlines the goal of a qualitative approach as being to provide varied, 
descriptive data about what happens in the classroom. According to Wragg 
(1994), this approach provides teachers and observers with the opportunity to 
interpret the events that cannot be explored through counting the events. 
However, it has the disadvantage of being very broad, perhaps leading to a focus 
on unimportant events.  
Day (1990) considers several techniques that are qualitative in their 
approach. The first technique he describes is written ethnography. In this 
technique, an observer comes in the classroom, sits in a position which allows the 
widest possible view of the class, and attempts to take detailed notes about the 
classroom, including the time of the activities. According to Day, the written 
ethnography should be as descriptive and objective as possible, and should not be 
judgmental or evaluative. This technique, when compared to other observational 
techniques, has the advantage of providing in-depth information about the social 
context of the classroom, which may be beneficial in interpreting behavior. 
Nevertheless, there are also disadvantages. The observer may tire quickly and 
may not be able to keep an accurate record of events. In addition, since there is 
not a specific focus point, the information collected can be inappropriate for 
addressing specific issues.  
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Another qualitative technique explained by Day (1990) is audio or video 
recordings. These make it easier to record data than a written ethnography. 
Unlike a written ethnography, audio or video recordings allow teachers to see and 
hear themselves as their students see and hear them. Together with their complete 
objectivity, audio and video recordings have the potential for capturing the 
essence of the classroom, and can be listened to or viewed as much as needed, 
which allows the participants to come to an agreement on an explanation of an 
event or behavior. One disadvantage of the use of both audio and video 
recordings is the negative effect of equipment in the classroom. Day suggests that 
the camera might be placed before the students come to the class, and students 
might be allowed to examine the equipment before class begins. In an 
observation, since the focus is on the teacher rather than the students for most of 
the time, it is better to focus the camera on the teacher. However, if the aim is to 
look at the whole class in an ethnographic study, the whole class is filmed. 
It is possible to modify both of the procedures mentioned above to focus 
on individual behavior or a set of behaviors instead of attempting to focus on 
everything that occurs in the classroom (Day, 1990). 
The quantitative approach, which is also called system-based observation 
by Wallace (1991), is defined as the counting of events that occur in the 
classroom (Wragg, 1994). Techniques or instruments found under a quantitative 
approach to language classroom observation generally take the form of a check-
list, a rating scale, or a form to be filled in or completed (Day, 1990). Among the 
advantages of quantitative approaches, Day lists the relative ease in creating or 
revising and using the instruments in the first place. He adds that unlike 
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qualitative approaches, the observer using these instruments does not need to be 
highly trained in their use and interpretation. Another advantage of this approach 
is that it provides the opportunity to focus on a specific element of class; 
however, there may be something lost, such as the actual language of the class 
(Nunan, 1989). 
Wallace (1991) adds the ad-hoc approach, a combination of the 
qualitative and quantitative approaches. The main premise of this approach is that 
“each different area of concern will yield a different system of analysis” (p. 78). 
Wragg (1994) argues that quantitative and qualitative approaches should not be 
considered as opposites as they can often complement each other. 
Types of Classroom Observation 
         Beigy and Woodin (1999) categorize observation of teaching into three 
main types: 
- Observation for inspection purposes which is linked to promotion; this kind of 
observation is generally one-way. The teacher is judged on his/her teaching 
and often given a grade. There is often no chance to discuss the class  
afterwards. 
- Observation which is supervisory in nature, carried out by a mentor, trainer, or 
someone with a position of responsibility. This is usually one-way, and the 
post-observation discussion is usually led by the supervisor/observer, with the 
aim of training or developing the teacher. The teacher will usually have a 
chance to justify his or teaching, and a grade is often given by the supervisor 
and passed on to other people. 
 13 
- Observation which is undertaken by two equals with no other agenda than self-
development and the support of others’ development. This kind of observation 
is two-way, the agenda is usually set by the teacher, and the post-observation 
discussion is usually led by the teacher as well. Observers may also ask to visit 
classes where they feel they could learn from the experience. In either case, no 
grade is given and the observation remains confidential to the participants, 
unless previously agreed otherwise. (p. 1). 
Observation of all three types is an essential part of many teacher 
development programs and traditionally has been used for a number of 
purposes. Richards and Lockhart (1992) explain that for pre-service teachers, 
observation is viewed as an opportunity to observe experienced teachers, while 
for teachers-in-service, observation is typically viewed as a part of supervision. 
Further, Day (1990) states that observation of experienced teachers has always 
played an important role in teacher education and describes the following 
classroom observation goals for student teachers: 
- developing a terminology for understanding and discussing the teaching 
process 
- developing an awareness of the principles and decision making that underlie 
effective teaching 
- distinguishing between effective and ineffective classroom practices 
- identifying techniques and practices that student teachers can apply to their   
own teaching (p. 43). 
On the other hand, it is not only the student teacher who can benefit from 
classroom observation, as mentioned above. Teachers having different levels of 
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experience can learn a lot from each other. Thus, the above goals can apply to 
any teacher concerned about professional growth.  
Despite its benefits, different researchers have shown that classroom 
observation is perceived as a negative experience by teachers. For both pre-
service and in-service teachers, observation is associated with evaluation, and for 
this reason-especially with teachers-in-service- it often has negative connotations 
(Freeman, 1982).  Wajnryb (1992) states that observation for assessment, such as 
the ones which take place in pre-service teacher training courses or during 
probation periods or for employment-related matters, is usually “value-based, 
directive, externally imposed, and colored by factors not necessarily related to 
learning.” (p. 2). In many language programs, teachers are often reluctant to take 
part in observation or related activities since observation is associated with 
evaluation. Richards and Lockhart (1992) suggest that in order for observation to 
be viewed as a positive rather than a negative experience, the observer should not 
be involved in evaluating a teacher’s lesson. By the same token, both Williams 
(1989) and Sheal (1989) advocate that instead of criticizing teachers, classroom 
visits should provide an opportunity for teachers to develop their own judgments 
of what goes on in their own classrooms, increase their awareness of what their 
students are doing, and heighten their ability to evaluate their own teaching 
practices. Philpott (1990) supports that view by adding that as long as the 
observation is carried out positively and sensitively, it can be a supportive, 
rewarding, even enjoyable experience for both teacher and observer, which may 
encourage teachers themselves to ask for help and invite trainers and other 
teachers to come and have a look at them in class.  
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Some of the schemes specially designed for classroom observation are 
FIAC, FLINT, FOCUS, COLT, and SCORE (Acheson & Gall, 1980; Allwright 
& Bailey, 1991; Bailey, 2001; Day, 1990; Genesee & Upshur, 1996; Nunan, 
1989; Wragg, 1994;) (see Appendix A for detailed information about the 
schemes). 
Peer Observation 
Definition 
Peer observation is defined by West (1999) as a kind of observation in 
which one teacher observes another for mutual or self-benefit. The aim is to help 
teachers gain new insights into their own teaching as well as into the teaching 
methods of others, acquire new teaching techniques, understand aspects of 
student behavior and classroom dynamics, and increase overall professional 
development, which leads them towards becoming better teachers. 
Benefits of Peer Observation 
The great strength of observational methods, according to Burns (1999), 
is the new perspective they offer on familiar situations.  She explains that when 
the common incidents happening in class are explored more closely and 
systematically, they can be given new interpretations. As a kind of classroom 
observation, peer observation might help both the observer and the observee to 
broaden their perspectives on teaching and learning through the exploration of 
classroom processes.  
Another benefit of peer observation is its contribution to “self reflection”. 
The value of critical self reflection is an important component of teacher 
development and collecting information about the practice is necessary for any 
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reflective experience (Richards & Lockhart, 1992). However, due to professional 
demands and busy schedules, teachers often have little time and energy to reflect 
on their own (Schon as cited in Buchanan & Khamis, 1999) or others’ practice. 
Joyce and Showers (as cited in Buchanan & Khamis, 1999) see peer observations 
as one way of recognizing the expertise which teachers bring to their profession. 
They support the idea that such an approach may be beneficial for both novice 
and experienced teachers alike in terms of self-reflection. Calderhead and Gates 
(as cited in Cosh, 1999, p. 26) also support the idea of “creative reflection-the 
examining and assessing of our own values and beliefs in the light of the other 
theories and practice of others”. Therefore, “observation becomes not a vehicle 
for the judgment of others on the basis of our own assumptions, but instead an 
assessment of those assumptions on the basis of their teaching” (Cosh, 1999, p. 
27). 
Beigy and Woodin (1999) give the main advantage of peer observation as 
“ to enable teachers to enter into a dialogue about teaching, which, when carried 
out under the right conditions, can act as a valuable developmental tool.” (p. 1) 
They list the benefits of peer observation as follows: 
- it can confirm both the teachers’ and observers’ abilities as  teachers and help 
them to see their teaching in a new light 
- it can encourage sharing of knowledge, experience, and excellence with 
colleagues 
- it can contribute to a teaching portfolio and accreditation for a professional 
qualification 
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- it can assist with development in other areas, such as other teaching duties or 
research (p. 3) 
Beigy and Woodin (1999) go on to say that the underlying principles 
behind peer observation can help to foster a culture of teamwork, which is a 
means of working towards a collective interest in, and responsibility for, teaching 
and learning in the department as a whole. Malderez and Bodoczky (1999) 
support the view by stating that peer observation helps to foster the culture of 
professional cooperation, which in turn helps to guard against the risk of teacher 
isolation, a factor which can hinder professional development. They take it as a 
further opportunity for the participants to explore their own “constructs” and 
make them explicit. In the same way, Brown, Colling et al. (1993) underpin the 
potential of peer observation as a methodology to promote self-knowledge and 
personal development for the teacher, and add that teachers are able to get new 
perspectives on their work and possibly become more confident and self-aware. 
Pitfalls of Classroom Observation 
Despite the benefits of peer observation mentioned in the previous 
section, there are some pitfalls to classroom observation in general, which create 
“negative baggage” that carries over into peer observation in the eyes of the staff. 
Reasons put forward for this are that: 
- the majority of observations are used to evaluate or appraise the teachers’   
       performance throughout their training and professional life. 
- observers are usually managers or more experienced teachers, which may 
cause the feelings of insecurity generated by the power differential between 
the observer and observee (Threadgold & Piai, 2000, p. 76).  
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As a result, observations are seen as negative experiences by teachers, 
which might make them feel reluctant to let a colleague into their classroom. 
Therefore it is important to remove any notion of  “the right way to teach” and to 
provide a clear framework for the way that the observations are carried out if the 
scheme is to be constructive, safe, and rewarding (Fitzpatrick, 1995). 
Johnston (1991) adds three other problems of observation:  
- the presence of the observer might distract the learners’ attention, 
- teachers might feel nervous, which often produces a highly untypical 
performance, 
- the sheer impossibility of seeing a “typical lesson”. (p. 18) 
       However these problems are countered by the disadvantages of not 
observing, such as the inability to collaborate for progress, the apparent lack of 
interest, which can have negative effect on the teacher’s professional motivation, 
and the absence of guidance for less experienced and experienced teachers alike 
(Johnston, 1991).  
       Buchanan and Khamis (1999) pinpoint another important issue related to 
peer observation. They state that if the process of peer observation is not 
supported with other professional development sources, there is a risk that such a 
process could create a “self-contained” school unit which disregards educational 
theory and its potential for interface with classroom practice. Therefore, while 
peer observation is a valuable component of teacher development programs, it is 
not sufficient in itself. 
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Models of Observation 
  As previously mentioned, different types of observation might be conducted 
depending on the purposes for the observation. The models outlined in this section 
are based on an expansion of the aforementioned types of observation.  
  The most well-known models of observation can be listed as directive 
supervision, alternative supervision, collaborative supervision, non-directive 
supervision, creative supervision, self-help explorative supervision (Gebhard, 1990), 
clinical supervision (Gaies & Bowers, 1990), and mentoring (Issues, 2000). 
Except for mentoring, there is a supervisor doing the observation in all of 
these models mentioned. The models are based on the different roles of the 
supervisor depending on the purpose of the observation process.   
In directive supervision, the role of the supervisor is to direct and inform the 
teacher, model teaching behavior, and evaluate the teacher’s mastery. 
  In alternative supervision, the supervisor suggests some alternatives to the 
teacher based on the information gathered during the observation process. The role of 
the supervisor changes from directing to suggesting. 
  In collaborative supervision, the supervisor and the teacher work together and 
make decisions about teaching. The role of the supervisor is to support teacher by 
working collaboratively with him/her not to direct him. Cogan (1973) supports such 
a model, which he defines as “clinical supervision”. 
  In non-directive supervision, the role of the supervisor is to listen to the 
teacher. The teacher talks about the lesson and the supervisor expresses his/her 
understanding of what the teacher said by giving the teacher the opportunity to think 
more carefully about what happened in the classroom. 
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  In creative supervision, a supervisor or teacher mixes different aspects of 
different models in order to be able to meet any needs that cannot be met by one 
model alone.  
  Self-help explorative supervision is an extension of the creative supervision 
model and is derived from Fanselow’s studies (as cited in Gebhard, 1990). The role 
of the supervisor, or “visiting teacher” as Fanselow puts it, is not that of helper which 
forms the basis for other models of supervision. The aim of this model for both 
parties is to explore teaching through observation of their own and others’ teaching 
in order to gain awareness as well as to generate alternative ways of teaching. 
Therefore, teachers do peer observation in this model. In the other models, teachers 
may have negative attitudes as they are observed by a supervisor. However, except 
for the directive supervision model, the other models might be put into practice as 
peer observation by giving the role of the supervisor to a peer. Because the aim of the 
directive model is to evaluate the teacher, this cannot be implemented as peer 
observation (Karabağ, 2000).  
  Mentoring, however, could be a model for peer observation. In mentoring, a 
newcomer receives help from more experienced teachers for professional 
development (Issues, 2000). The person who provides help is called a “mentor” and 
the person who receives help can be called “mentee” (p. 1). There may be different 
ways of becoming a mentor: to be chosen by administrators, to become a mentor 
voluntarily, or to be chosen by mentees. 
  Different people can be mentees (Issues, 2000), such as the teaching staff 
who are in their first or second year of teaching, experienced teachers who have been 
newly recruited, teachers who come from different fields, or teachers who want help 
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for any reason. Peer observation could be a way of doing mentoring. For example, 
more experienced colleagues might observe new teachers at the institution in order to 
provide them with necessary help (Karabağ, 2000). Moon (1994) states that teacher 
mentorship schemes can provide an important opportunity for teachers to develop 
professionally within an institutional framework in which possibilities for continuing 
development may be quite limited. 
  In this research study, an adapted version of clinical supervision with peer 
observation will be implemented as a case study. Different aspects of the models   
explained above can form the basis of the peer observation depending on the needs 
and the expectations of the participants in the peer observation process, but because 
of its cyclical structure, which enables both the observer and the observee to follow 
an organized procedure, and its emphasis on the professional development of 
teachers, the clinical supervision model will be the model used for this study. 
Clinical Supervision 
  Clinical supervision was developed in the 1960’s by Cogan and a group of 
colleagues working in the Master of Arts in Teaching Program at Harvard University 
and was discussed in his book, also entitled, Clinical Supervision (1973). Clinical 
Supervision consists of three stages: 
  - a pre-observation consultation, 
  - the observation itself, and 
  - a post-observation analysis and discussion. 
  Acheson and Gall (1980) state the basic aim of clinical supervision to be the 
improvement of teachers’ classroom instruction. In this respect, clinical supervision 
can be used as a key technique for promoting the professional development of 
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teachers. Gaies and Bowers (1990) also define clinical supervision as an ongoing 
process of teacher development based on the direct observation of classroom 
teaching performance.  
  Reavis (as cited in Abbot and Carter, 1985) gives the following definition of 
clinical supervision: “Instruction can only be improved by direct feedback to a 
teacher on aspects of his /her teaching that are of concern to that teacher (rather than 
items on an evaluation form or items that are pet concerns of the supervisor only.” In 
the clinical supervision model, there is an interaction between the observer and the 
teacher observed. In this model, the observer is not an authority but a kind of helper, 
and the teacher, not the supervisor, acts as the center of the whole process (Acheson 
& Gall, 1980). Therefore, the clinical supervision model can also be used as a form 
of peer observation (Karabağ, 2000).  
  Acheson and Gall (1980) provide the following goals for the process: 
- to provide teachers with objective feedback on the current state of their 
instruction, 
- to diagnose and solve instructional problems, 
       -    to help teachers develop skill in using instructional strategies, 
- to help teachers develop a positive attitude about continuous professional 
  development (pp. 12-14). 
  Various research studies (Beigy & Woodin, 1999; Einwaechter, 1992; 
Fitzpatrick, 1995; Glover, 1995; Richards & Lockhart, 1992; Threadgold & Piai, 
2000) have implemented a peer observation program modeled on the clinical 
supervision model. In all of the studies mentioned, the emphasis is on a process of 
peer observation which encourages self development through collaboration, 
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reflection, and self-awareness. Wallace (1996, p. 281) states,  “Schon and many 
others have argued that the most effective method of generating autonomous 
professional development is through the ability to reflect on one’s own professional 
practice”. Following this idea, the concept of  “reflective practitioner” (as cited in 
Cosh, 1999) is emphasized in all of the above studies.  
  In their study, Beigy and Woodin (1999) give an in-depth explanation of the 
peer observation procedure they designed. They draw their approach from models of 
reflective practice and from experiential learning, which is discussed by Kolb (as 
cited in Beigy & Woodin, 1999). The resulting observation process, which Beigy and 
Woodin called “tandem observation” to emphasize the relationship of equality and 
reciprocal nature of the process, contains four main stages reproducing the process of 
reflective practice as displayed in Figure 1. In this research study, this process 
designed by Beigy and Woodin will be followed.  
Figure 1 
Four Main Stages of Tandem Observation Process 
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Pre-Observation Consultation/Briefing 
           Two teachers, the observer and the observee, are involved in a typical peer 
observation. Before each observation, the two teachers come together to discuss the 
background information which is needed, such as the nature of the class to be 
observed, the kind of material being taught, the teacher’s approach to teaching, the 
kinds of students in the class, and typical patterns of interaction and class 
participation (Richards & Lockhart, 1992). The aim of this discussion is to agree on 
what is to be observed. The teacher who is going to be observed assigns the observer 
a goal for the observation and a task to accomplish. Common areas for observation 
are listed below: 
 Organization of the class: the entry, structuring, and closing of the lesson 
 Time management: the allocation of time to different activities during the 
class 
 Teacher talking time: the amount of time dedicated to teacher talking and 
students talking 
 The use of materials: the extent to which materials are used and the types of 
departures from it 
 Students’ performance on tasks: the strategies, procedures, and interaction 
patterns employed by students in completing a task 
 Students’ performance during pair work: the way students complete a pair 
work task, the responses they make during the task, and the type of language 
they use 
 Group work: students’ use of L1 versus L2 during group work, students’ 
time-on-task during group work, and the dynamics of group activities 
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 Student attention: the length of time students can spend listening, whether the 
length of time is changed by the use of audio-visual aids, the types of notes 
which students take, the points in a class when students take notes 
 Error correction: the kind of errors made by the students in the target 
language, the different ways in which errors are corrected 
 Questioning: the number of questions asked, the number of times different 
students are asked questions, the time a teacher waits for a response to a 
question (wait-time), the types of questions (e.g. open/closed) asked by the 
students and the teacher’s responses to them 
 Teacher’s action zone: the extent to which the teacher interacts with some 
students more frequently than others during a lesson 
 Elicitation techniques 
 Amount and clarity of directions offered 
 Digressions 
 Class organization   
(Beigy & Woodin, 1999; Nunan as cited in Mc Donogh & Shaw, 1993; Richards & 
Lockhart, 1992; Richards, 1998) 
 The observer task involves collecting information about some aspects of the 
lesson but not doing an evaluation of the lesson. During pre-observation consultation, 
the two teachers agree on observation procedures or instruments to be used 
depending on the focus point determined by the teacher who is going to be observed. 
Some of the procedures used by the observers in collecting the aforementioned 
information include: 
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 Timed-samples: the observer notes down specific behavior displayed at 
specified time intervals during a lesson 
 Coding forms: the observer checks the appropriate category on a set of coded 
categories of classroom behavior whenever a behavior is displayed during the 
lesson 
 Descriptive narrative (broad): The observer writes a narrative summarizing 
the main events that occur during the lesson 
 Descriptive narrative (narrow): The observer writes a narrative focusing on a 
particular aspect of a lesson. For example, the observer describes what a 
single student did and said throughout a lesson (Richards & Lockhart, 1992; 
Richards, 1998). 
Classroom Observation 
 At this stage, the observer visits his or her own partner’s class and completes 
the observation using the procedures that both partners agree on. 
Beigy and Woodin (1999) recommend informing the students that someone will be 
visiting the class. They believe that introducing observers and explaining their role 
can help to ease any possible tension and can demonstrate that the teacher and the 
institution take teaching seriously.  
 Another issue which needs to be taken into consideration is whether to 
involve the observer in the class. Different researchers (Beigy & Woodin, 1999; 
Burns, 1999; Richards & Lockhart, 1992) stress the importance of an observer’s 
remaining neutral during the observation process since an observer may not be able 
to observe effectively if s/he is also a participant in the lesson. The seating of the 
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observer, then, should be as unobtrusive as possible so as not to cause distraction in 
the classroom.  
Post-Observation Analysis and Discussion/De-Briefing 
 After the observation process is completed, the observer and the observee 
meet as soon as possible (Richards & Lockhart, 1992). Generally, they may need 
some time between the class and post-observation session to collect their thoughts. 
Before meeting, teachers may find it useful to reflect on the process on their own. 
However, if the post-observation session is left more than 24 hours after the 
observation, they may have difficulty in remembering the details and 
misunderstandings may arise. A post-observation session soon after the class helps to 
maintain the immediacy of the observation, especially if an impressionistic view of 
the class is going to be given or received; otherwise, it might be difficult to recall 
actions and the logic behind them. This is less likely to be a problem in an 
observation whose main focus is recording factual information (Beigy & Woodin, 
1999). 
 How much time is needed by the observer and observee for this session 
depends on the nature of the observation, and staff timetables. Participant teachers 
decide on the amount of time needed together.  
Encouraging Reflection 
 Reflection on teaching is usually an activity undertaken independently. As 
various researchers mention, collaborating with a peer to reflect on one’s teaching 
can enhance the process of reflection and help to validate thoughts and feelings about 
teaching (Beigy & Woodin, 1999; Buchanan & Khamis, 1999; Cosh, 1999; Richards 
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& Lockhart, 1992). It can also provide a “catalyst” and ideas for making changes 
(Beigy & Woodin, 1999, p. 24) 
 Beigy & Woodin (1999) emphasize some issues which they believe 
beneficial for encouraging reflection. They suggest that collecting and recording 
evidence through instruments, such as proformas, enables greater objectivity. 
Questioning is also given as an effective but sometimes complex technique, which 
can help to encourage reflection, but which can be also affected by the way a 
question is asked and the tone of voice used. Another point stressed is the kind of 
language and non-verbal communication used. Woodward (1989) proposes an 
option-based approach for the feedback sessions in order to take the stress out of 
discussing lessons. Some examples are given below: 
Table 1  
Option-Based Approach for the Feedback Sessions. Adapted from Woodward, T., 
(1989).  
 
Judgmental Language Non-judgemental/Option-based Language 
You should/should not have….. You did….. 
Why didn’t you…..? What might you consider…..? 
Where you went wrong was….. One option was….. 
Everything was okay until you... The disadvantage was….. 
 
Gestures can also affect the way the messages are conveyed. Making direct eye 
contact, taking an open stance, and using facial expressions showing attentiveness 
may encourage reflection. Finally, the significance of effective listening is 
emphasized in encouraging reflection. According to Beigy and Woodin (1999), 
checking that the observee says what s/he means, dealing with points which are 
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raised by the observee, and keeping the conversation focused on the observee may 
encourage reflection. 
Results of the Research Studies on Peer Observation with Clinical Supervision 
 In the research studies on peer observation with clinical supervision, the 
process of peer observation was evaluated as a “successful and positive” experience 
in general (Buchanan and Khamis, 1999; Einwaechter, 1992; Fitzpatrick, 1995; 
Richards & Lockhart, 1992; Threadgold & Piai, 2000).  
 To begin with, many of the teachers who participated in the aforementioned 
research studies reported that they gained a number of insights about their own 
teaching from their colleague’s observations. For instance, according to the results of 
the questionnaire conducted by Buchanan and Khamis (1999) in order to find out the 
perceptions of the participants towards the peer observation process, many of the 
participants agreed strongly with the following statement: “Articulating my 
reflections to a colleague was beneficial to my understanding what really happens in 
the classroom.” (p. 6). Teachers who participated in Richards and Lockhart’s study 
(1992) gave more specific examples related to the foregoing view. One of them 
stated that “Peer observations provided more detailed information on student 
performance during specific aspects of the lesson than I could have gathered on my 
own.” (p. 9). Another participant teacher in the same study added that  “It revealed 
unexpected information about interaction between students during a lesson.”(p. 9). 
These two issues are also raised by Fitzpatrick (1995). He states that the post-lesson 
discussions often yielded a wide range of unexpected reflections for both teachers 
involved. He goes on to say that many teachers were interested in receiving data on 
things that they found difficult to observe themselves.    
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Another issue which was highlighted by the participant teachers of these 
studies was the identification of specific aspects of their teaching they would like to 
change as a result of the information their partner collected. One of the participant 
teachers in Buchanan and Khamis (1999) stated: 
Peer observation makes you change your strategies. It makes you 
reflect instead of just going home thinking it’s fine, but you become 
more conscious of what you do and how you would change it-what 
are the benefits and what are the negatives, and building on them 
and working out what is best for your classroom. (p. 7) 
 
Einwaechter (1992) defines the most exciting part of the pilot peer 
observation process which he conducted for his dissertation as the change in the 
attitude on the part of the participant teachers. He states that prior to this pilot study, 
most of his colleagues’ attributed unsuccessful classes to external factors such as the 
lack of motivation on the part of students or administrators’ policies. According to 
Einwaechter (1992), the whole premise behind peer observation is that there are 
certain aspects of teaching which can be changed in order to help the teacher become 
more effective regardless of external factors. A participant teacher in Richards and 
Lochart’s study (1992) emphasized the same point, “Peer observation made me more 
aware of the limited range of teaching strategies that I have been using” (p. 9). 
Another teacher declared “I need to give students more time to complete some of the 
activities I use” (p. 9).  
Teachers who participated in Threadgold and Piai’s study (2000) reflect on 
how interesting it was for them to watch a peer teach their own class, since they 
noticed many things going on they were often unaware of when teaching. According 
to the results of this study, reflections seemed to have been more effective in terms of 
changing behavior when the teacher was in the observer role and could see for 
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him/herself the effect of different activities performed by the classroom teacher. 
Fanselow (1990) has an image of classroom observation supporting this view: 
Here I am with my lens to look at you and your actions. But as I 
look at you with my lens, I consider you as a mirror. I hope to see 
myself in you and through my teaching. When I see myself, I find 
it hard to get distance from my teaching. I hear my voice, I see my 
face and clothes, and fail to see my teaching. Seeing you allows 
me to see myself differently and to explore the variables we both 
use. (p. 184) 
 
Potential Drawbacks of Peer Observation 
 In spite of the positive comments made by the participants of the  
research studies discussed above, some problems related to the implementation of 
peer observation have been mentioned in Threadgold and Piai’s study (2000). 
Some of the participants in this study commented that post observation sessions 
did not match the original agenda, and they often tended to be a “more of a morale 
boosting/confidence raising nature than really helping the teacher to reflect” (p. 
78). Threadgold and Piai state that “it seems to be essential for the agenda to be 
respected, otherwise uninvited comments are made and the balance of power shifts 
away from the observee”. They exemplify this by stating that in one case the 
observee lost confidence in the observer, and neither gained from the process.  
           Another pitfall of the peer observation occurs when participants are 
not provided with training before the initiation of the observations. If 
participants start the observations without gaining sufficient information about 
the requirements of peer observation, they may not be able to carry out those 
requirements effectively, which could cause them to feel peer observation was 
a waste of time since it was not beneficial for their professional development. 
The results of Threadgold and Piai’s study (2000) showed that since the staff 
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had been given no support or training during the first year on how to proceed 
and get the most out of doing peer observation, many teachers did not bother 
with it, and those that did were rather unenthusiastic about the outcome.  
          The videos and workshop materials produced by Beigy and Woodin 
(1999) and Beaty and McGill (1995) aim at introducing reflective practice in 
the observation of teaching to instructors who are unfamiliar with the practice 
and structure of peer observation in order to address issues relating to both the 
aims and objectives and the practicalities of introducing reflective peer 
observation into teaching practice with success. Parts of Beigy and Woodin’s 
peer observation package were used to train the participants in the orientation 
workshop for this study.  
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CHAPTER 3: METHODOLOGY 
Introduction 
As a part of the teacher development program, a process of peer observation 
is currently being considered for implementation at Anadolu University, School of 
Foreign Languages (hereafter AU- SFL) in the near future. 
In this study, a pilot peer observation process was conducted with an adapted 
version of the clinical supervision model in which the role of the supervisor was 
filled by a peer. Two experienced and two novice teachers who work in AU-SFL 
participated in this case study on a voluntary basis. The aim of the study was to 
discover the perceptions of the participants on the proposed model before the actual 
implementation of the process of peer observation begins. This study addressed the 
following research questions: 
1. Will going through a peer observation process based on a clinical 
supervision model, consisting of a pre-observation consultation, the 
classroom observation itself, and a post-observation analysis and 
discussion, be perceived by the participants as a productive professional 
development activity? 
2. What do the participants perceive as the benefits of peer observation with 
the adapted version of the clinical supervision model? 
3. Do participants believe that peer observation with this version of the 
clinical supervision model helps them develop collegial relationships? 
4. Are there any changes in the perceptions of the participants towards peer 
observation after taking part in this study?   
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In this chapter, the participants, the instruments, the procedure, and the data 
analysis strategies will be presented.  
Participants 
Four female teachers who work in AU-SFL were the participants in this 
study. The two most experienced teachers in the unit, one of whom has ten years of 
experience, and the other fifteen years of experience, were asked to participate in this 
study on a voluntary basis. Two novice teachers, who were newly recruited to the 
department and at the beginning of their teaching career, were also asked to 
participate in the study on a voluntary basis. All agreed to participate after being 
given information about this research project in a case study format and having had 
the opportunity to ask questions. As Beigy and Woodin (1999) state, for observation 
to be developmental for the whole department, it will need to adopt an approach 
which allows for reflection and the mutual benefit of all participants, regardless of 
talent, training or experience. For this reason, both experienced and novice teachers 
were asked to participate in this study in order to discover the views of different 
parties on the peer observation process.  
Both of the experienced teachers have an MA in TEFL; one is currently 
working on her Ph.D. thesis. Both of the novice teachers have a BA in TEFL and are 
novices in the department. One of the novice teachers had one year of teaching 
experience in a private high school before starting to work in AU-SFL.  
Participants observed each other in the following fashion in order to see the 
effects of varying levels of experience on the process. 
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- Novice Teacher 1- Experienced Teacher 1 
- Novice Teacher 2- Experienced Teacher 2 
- Experienced Teacher 1- Experienced Teacher 2 
- Novice Teacher 1- Novice Teacher 2 
Instruments 
Four data collection instruments were employed by the researcher in this 
study:  
1. a pre-observation questionnaire, which was given to the participant 
teachers two weeks before the process began,  
2. reflective journals which were kept by the participant teachers 
throughout the process,  
3. interviews with the participant teachers after the process was 
completed, and 
4. a packet of instruments to be used for classroom observation.  
The questionnaire (See Appendix B) consisted of three parts. Part A elicited 
background information on the participants. Part B investigated participants’ prior 
understanding of peer observation, first whether they had of it (Yes/No), and second 
whether they could define or describe it (open-ended questions). Part C elicited 
information on the participants’ previous experience with classroom observation in 
general and peer observation in particular, along with their perceptions concerning 
whether that prior experience had contributed positively to their professional 
development. This part utilized yes/no and multiple-choice questions to elicit 
experience and the degree of perceived contribution to professional development of 
this experience, followed by open-ended questions to further explain the response. 
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        Participants were asked to keep reflective journals with provided guidelines 
(See Appendix C) throughout the process in order to help them remember details of 
the process, since the interviews were conducted at the end of the peer observation 
process (See Procedures, pp. 9 & 10). 
 A schedule of interview questions (See Appendix D) was prepared and 
piloted to gather more in-depth information from the participants about the process 
and clarify the data from other sources (See Procedures, pp. 10 & 11).   
 In addition, a packet of classroom observation instruments was prepared to 
help participants focus observations. This packet consisted of: 
- a copy of the observation schedule in order for the participants to be able to 
follow the timeline without difficulty (See Table 2),  
- a list of guidelines for the observations, which were compiled from related 
literature sources (See Appendix E), 
- a list of focus points determined by the participants themselves (See 
Appendix F),  
- a file of observation sheets prepared for the observation focus points (See 
Appendix G), 
- two lists of reflective journal guidelines, one of which was for the observer 
and the other for the observee (See Appendix C).  
On March 5, 2002, two weeks before the orientation, participants were asked 
to send the researcher a list of areas they wished to focus on during their classroom 
observations. Their lists, which were returned in three days, included the 
organization of the class, time management, teacher-talking-time, the use of 
materials, the presentation of the materials, the use of L1, error correction, and 
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question types. Observation sheets were subsequently prepared by the researcher 
using tested instruments found in the literature sources to aid participants in 
collecting data on the predetermined areas of focus during the observations. Sheal 
(1989) explains the purposes of using observation sheets as follows:  
1. To provide guidance for pre-observation and post-observation meetings. 
2. To provide a structure for the observation. 
3. To increase observer objectivity and act as a control on subjectivity. 
4. To generate specific observation data/feedback for the observer and 
observee. 
5. To increase consistency among observers.  
6. To provide a record of the lesson and teacher development. Comparison 
of observation sheets over a period of time should illustrate a teacher’s 
development (p. 97). 
Procedure 
The procedure for this study consisted of five parts: a pre-observation 
questionnaire given to the participant teachers two weeks before the process began, a 
training and orientation workshop conducted by the researcher with the four 
participant teachers three days before the process began, a set of classroom 
observations scheduled over a four-week period, reflective journals kept by the 
participants during the process, and interviews with the participant teachers after the 
process was completed.  
Pre-Observation Questionnaire  
Before the orientation workshop, participants were given a pre-questionnaire 
in order to get their individual understanding of and ascertain their previous 
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experiences with peer observation and classroom observation in general. The pre-
observation questionnaire was developed and then tested in a pilot study with 13 
students of the 2001-2002 Bilkent University MA TEFL Program. The 
questionnaires were given to them on 28 February 2002 and collected the following 
day. After getting feedback from the MA TEFL students, all of whom were also 
practicing teachers, some items in the questionnaire were changed. The questionnaire 
in its final form was delivered on 08 March 2002 to the study participants, who were 
given two weeks to fill it out. Questionnaires were collected on 22 March 2002, the 
day the orientation workshop was conducted.  
Workshop 
Before the observation process began, participants were given a training and 
orientation workshop, which had three purposes: to give them training in the use of 
the clinical supervision model, to make the observation process and post-observation 
sessions easier for them by explaining the procedure in detail and clarifying any 
points which might cause trouble, and to ask for their initial comments about the 
proposed model to see if they considered any modifications necessary for better 
implementation.  
The workshop was given to participants on 22 March 2002. Sheal (1989) 
explains the purpose of a workshop which he and his colleagues conducted before 
the initiation of a classroom observation process for staff-development purposes to 
be to “break the ground” (p. 94) on classroom observation issues. During the 
researcher-conducted workshop at AU-SFL, participants were given in-depth 
information on the proposed process, which was modeled on suggestions in Richards 
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and Lockhart (1992) and video-based material produced by Beigy and Woodin 
(1999).  
In the introduction to the workshop, participants were given the following 
outline:  
I. Introduction 
a) Definition of peer/tandem observation  
b) A brief outline of the steps to be followed in the 
proposed peer observation model 
c) A brief explanation of the observer-behavior guidelines 
to be followed during the process  
II. The Video-Tape Section 
III. A Role-Play Activity for Briefing and De-briefing Sessions 
IV. Explanations for the Observation Sheets 
V. Summary of the Process   
VI. Explanations for the Reflective Journal Guidelines 
As can be seen here, there were five parts to the process orientation in the 
workshop.  After the definition of peer observation was given and a summary of the 
steps to be followed in the process were explained on OHP, a classroom observation 
videotape, which was produced by Beigy and Woodin (1999) for peer observation, 
was presented to the participants in order to provide them with a model for their 
observations. This model included a pre-observation meeting, an observation for 
which observation instruments were used, and a post-observation meeting.  
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For the pre-observation consultation, participants were requested to decide 
together what to focus on during the classroom observation, depending on their needs 
and the aims of the observation.   
For the classroom observation, participants were told to follow some 
observer-behavior guidelines (See Appendix E), such as sitting as unobtrusively as 
possible in class, avoiding eye-contact with the teacher, not talking to the students 
during the lesson, finding out about the class beforehand, and observing both the 
teacher and the students, not just the teacher.  
Participants were requested to do the post-observation analysis and discussion 
as soon as possible after the observation itself and to give feedback based on the 
points determined in the pre-observation stage of the process. 
After the explanation of the process was completed, participants practiced the 
pre-observation and post observation sessions in a role-play activity. Following the 
completion of the role-play activities, the use of the observation sheets was 
discussed.  
The orientation was concluded with a summary of the process, after which 
participants were given information on reflective journal guidelines. 
Observations started on 25 March 2002. Table 2 displays the timeline for the 
observations.  
Reflective Journals 
One of the instruments used to investigate the perceptions of the participants 
towards the proposed model was reflective journals, which were kept by the 
participants during the process.  
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Table 2 
Timeline for the Peer Observations 
 
 
 
 
 
 
 
 
 
 
 
 
 
ªn. The first listed are observers. 
 
 
Borg (2000) explains the benefits of keeping reflective journals during research 
studies by stating that they allow participants to: 
 articulate, structure, and clarify thoughts 
 respond to and examine concerns 
 express and explore feelings  
 capture and analyze insights 
 document and evaluate ideas, actions, experiences etc. (p. 45) 
In addition to the abovementioned reasons, participants in this study were asked to 
keep reflective journals throughout the process in order to help them remember the 
 
OBSERVATION SCHEDULE 
 
Dates Procedure 
            04.03.2002 Beginning of Classes 
            05.03.2002 Submission of the Pre-Observation Questionnaire 
            22.03.2002 Collection of the Pre-Observation Questionnaire 
Orientation Workshop 
25.03.2002-29.03.2002 ªNovice Teacher (1)-Experienced Teacher (1) 
 Novice Teacher (2)-Experienced Teacher (2) 
01.04.2002-05.04.2002 Experienced Teacher (1)- Experienced Teacher (2) 
 Novice Teacher (1)- Novice Teacher (2) 
08.04.2002-12.04.2002 Experienced Teacher (1)- Novice Teacher (1) 
 Experienced Teacher (2)- Novice Teacher (2) 
15.04.2002-19.04.2002 Mid-term Week  
22.04.2002-26.04.2002 Experienced Teacher (2)- Experienced Teacher (1) 
 Novice Teacher (2)- Novice Teacher (1) 
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details of the process, since the interviews were conducted after the peer observation 
process ended. 
Participants were given a guide for the reflective journals (see Appendix C) in 
order to increase the probability that they would keep the journals and to make 
journal data more manageable. The journals were collected after the first week of 
observations to see if the guidelines for the reflective journals were clear enough for 
the participants and to see the amount of information participants provided under 
each guideline.  
Interviews 
A schedule of questions for a semi-structured interview was developed and 
piloted on 23 April 2002 with two students of the 2001-2002 Bilkent University MA 
TEFL Program who had participated in a peer observation process before. 
Semi-structured interviews using the piloted questions were conducted with 
participant teachers after the completion of the observation period (See Appendix D). 
The reason for using interviews was that interviews provide an opportunity for more 
in-depth information and clarification of data from other sources. The open-ended 
questions allowed the respondents to explain their ideas with spontaneity and in 
detail. Initially, they were interviewed individually, then each of the four pairs was 
interviewed together, and finally all participants were interviewed as a whole group.  
Participants were interviewed individually for two reasons. They might not 
feel comfortable in explaining their thoughts in front of their peers, and it was 
important to get initial reactions before they were influenced by peers. They were 
also interviewed in pairs and in a whole group since the data gathered through the 
group interaction might produce additional information.  
 43 
Interviews were audio-taped and transcribed by the researcher. For reliability, 
the transcribed interviews were sent to the participants before being analyzed to 
ensure accuracy. Participants were reluctant to read them, citing a lack of time; 
therefore, no feedback was received, and no changes were made.  
Data Analysis 
In this study, quantitative data were collected through pre-observation 
questionnaire. Qualitative data were gathered through reflective journals and 
interviews, the latter of which enabled the researcher to gather in-depth information 
and to clarify the data gathered from the other two sources in order to discover the 
perceptions of the participants about the process of peer observation with the 
proposed model. All the data analysis procedures listed below were carried out by 
the researcher. 
Procedures 
The first step in the data analysis procedures was the collection and analysis 
of the pre-observation questionnaire, which was given to the participants before the 
process began and collected two weeks later. Participants’ responses to this 
questionnaire were recorded and entered into a series of tables (See Appendix H).  
The interviews, as mentioned earlier, were taped and transcribed. 
Transcriptions of the interviews were read and every response related to the research 
questions was highlighted. The responses from each participant were then 
paraphrased in a series of tables, one table for each research question.  
The reflective journals, which were kept by the participants during the 
process and sent to the researcher via electronic mail on a weekly basis, were read. 
Comments related to the research questions were underlined and put into the tables 
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together with the interview responses. Since the guidelines given to the participants 
for the reflective journals (See Appendix C) focused primarily on the details of the 
procedure, only some of which were germane to the focus of the study, the data 
recorded in the tables was limited to that relevant to the research questions.  
In the following chapter, the data analysis procedures and results will be 
discussed in detail.  
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CHAPTER 4: DATA ANALYSIS 
Overview of the Study 
As a part of the teacher development program, a process of peer observation 
is currently being considered for implementation at Anadolu University, School of 
Foreign Languages (hereafter AU- SFL) in the near future. 
In this study, a pilot peer observation process was conducted with an adapted 
version of the clinical supervision model in which the role of the supervisor was 
filled by a peer. Two experienced and two novice teachers who work in AU-SFL 
participated in this case study on a voluntary basis. The aim of the study was to 
discover the perceptions of the participants on the proposed model before an actual 
implementation of the process of peer observation began. Three tools and procedures 
were used to collect data by the researcher in this study:  
1. a pre-observation questionnaire, which was given to the participant 
teachers two weeks before the process began,  
2. reflective journals which were kept by the participant teachers throughout 
the process, and  
3. interviews which were conducted upon completion of the   
               observation series 
Procedure for Analysis and Data Presentation 
Pre-Observation Questionnaire 
 Before the peer observation process began, participants were given a pre-
observation questionnaire (See Appendix B) in order to get their individual pre-
conceptions about and ascertain their previous experiences with peer observation and 
classroom observation in general. After the collection of the pre-observation 
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questionnaires, all responses to the questionnaire were recorded and entered into a 
series of tables for analysis.  
 Table 3, prepared for Part A of the questionnaire, presents the background 
information which was collected to profile participants. The novice teachers in 
Table 3 
Background Information on the Participants 
Participant Degree Programs 
Completed 
Years in 
Teaching 
Other Schools Where They 
Have Taught 
 
A. BA in TEFL 1,5 years 1 year in a private high school 
6 months in AU-SFL 
B. BA in TEFL 6 months In AU-SFL 
C. BA in TEFL 
MA in TEFL 
15 years 2 years in a state secondary 
school, 
9 years in School of Civil 
Aviation, AU 
4 years in AU-SFL 
D. BA in TEFL 
MA in TEFL 
Ph. Degree in TEFL 
(in progress) 
11 years 1 year in Faculty of 
Engineering, 
6 years in the School of 
Tourism and Hotel 
Management, 
4 years in AU-SFL  
 
 
the study, Participants A and B, were both new graduates and newly recruited 
teachers to the department, although Participant A had one year of English teaching 
experience in a private high school. Participants C and D both had more than ten 
years of experience. Both of these experienced participants had worked in AU, SFL 
since the founding of the unit, four years before this study was conducted. Before 
that time, they had worked as English instructors in different departments at Anadolu 
University.  
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Table 4, prepared for Part B, presents participants’ prior understanding of 
peer observation; first, whether they had heard of it and, second, whether they could 
define or describe it. As shown in the table, all four participants had heard the term 
“peer observation” before and could define it in some way. Participants A and B 
described the basic procedure while Participants C and D added the purpose for the 
procedure, that colleagues observe and are observed by each other for professional 
development purposes. 
Table 4 
Participants’ Familiarity with the Term Peer Observation 
               ªn. Question 1: Have you ever heard the term peer observation? 
              Question 2: If yes, briefly explain what you know about it. 
 
 
The remainder of the tables (See Appendix H) present information on the 
participants’ previous experience with classroom observation in general and peer 
observation in particular, along with their perceptions concerning whether that prior 
experience had contributed positively to their professional development.  
Findings were that, though all of the four participants had ideas about what peer 
observation was, none of them had participated in a peer observation program 
conducted solely for professional development purposes, which was the aim of the 
model proposed in this research study.  
Participant Question 1 Question 2ª 
 Yes No  
A.   X  Observing a colleague in a real class atmosphere. 
B.   X  You observe your colleague according to a 
criterion and give feedback according to this 
criterion.  
C.   X  Colleagues in the same institution observe each 
other for professional development. 
D.   X  In order to improve themselves, people observe or 
are observed by their colleagues. 
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All of the four participants had had experience with classroom observation in 
general. All participants had been observed by a supervisor or a teacher-trainer 
before, primarily for evaluation purposes, and their attitudes towards the experience 
varied significantly (See Appendix H, Tables 5 & 6). Only one of the four 
participants had observed a supervisor, and her attitude about that experience was 
positive. Three of the four participants had observed a colleague before with the 
perceived level of contribution of this experience to their personal professional 
development showing considerable variance (See Appendix H, Table 1). Only one of 
the participants observed a colleague solely for professional development purposes, 
an activity which she thought contributed to her professional development quite a lot. 
Three of the four participants had been observed by a colleague for different 
purposes, specifically for the observer’s professional development or for somebody’s 
study. Again, the perceptions of the participants about the contributions of this 
experience to their professional development varied considerably. While two of the 
three participants stated that the experience made little contribution to their 
professional development, the other stated that it contributed quite a lot.  
Interviews and Reflective Journals 
Interviews and reflective journals were the primary sources of data for this 
study. Responses and comments in the interview transcriptions and reflective 
journals related to the study’s four research questions were highlighted. The 
highlighted data was then paraphrased and entered into a series of tables, one table 
for each research question (See Tables 5-8 below). 
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Table 5 
Participants’ Responses Related to Research Question 1: Will going through a peer observation process based on the clinical supervision model, consisting of a pre-
observation consultation, the classroom observation itself, and a post-observation analysis and discussion, be perceived by the participants as a productive 
professional development activity? 
 
  Interviews Reflective Journals 
  
Participant A 
 
The peer observation process did not contribute to her professional 
development greatly since it was restricted to a short period of time. 
Particularly being an observer did not facilitate her personal professional 
development; however, being an observee assisted her to think over the 
techniques she used in class. 
  
 
There were benefits to receiving feedback from a colleague. The 
feedback she received from her colleagues in post-sessions 
helped her to feel more confident and knowledgeable about the 
pre-determined focus point.   
Participant B The peer observation process contributed to her professional development. A 
conscientiously chosen focus point was important in order for a peer 
observation process to be beneficial with respect to its participants’ personal 
professional development.  
Both observing and being observed by a colleague were 
beneficial for her personal professional development. Receiving 
feedback from her colleagues in post-sessions assisted her to 
become more aware of her actions in class. She had the 
opportunity to learn new techniques while observing a colleague.  
 
Participant C The peer observation process definitely contributed to her professional 
development, in particular the observations she did with the experienced 
teacher. She stated that in general the observations she did assisted her in 
terms of raising her self-awareness about the actions she took in class. 
  
Every time she received feedback from her colleagues in post-
sessions, she learned new things which she did not know about 
before. She found the peer observation process quite beneficial 
since it assisted her to self-reflect on her teaching.  
 
Participant D She strongly believes that the peer observation process contributed to her 
professional development. Peer observations she did gave her the opportunity 
to evaluate her way(s) of teaching. Teachers doing peer observations might 
find answers to questions in their minds related to the way(s) they teach and 
their beliefs about teaching a foreign language.  
Receiving feedback from a colleague was quite beneficial. It was 
like looking into a mirror to receive an objective reflection. It 
encouraged her to think critically about several issues which she 
found really useful in terms of her own personal professional 
development.  
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Table 5 presents information related to Research Question 1, about whether 
going through the peer observation process, consisting of a pre-observation  
consultation, the classroom observation itself, and a post-observation analysis and 
discussion, was perceived by the participants as a productive professional 
development activity. All of the four participants stated that the peer observations 
they did contributed to their professional development. However, the perceived level 
of this contribution varied by participant.  
Participant A was the least positive as she felt the period was too short for 
much professional development to take place. However, she did feel that being 
observed was productive, her reflective journal entry supporting this response. She 
told the interviewer:  
Actually…Not very much because it was restricted to a small 
study. I did not learn much I can say…as observer, I mean. 
When I was observed, I learned some things in the discussions 
we had during the post-observation sessions. For example, the 
techniques that I did not think of while I was using in class 
maybe…And some missing points that I was not aware of. 
 
Participant B was positive about both observing and being observed, finding 
both the use of a specific focus and choosing the correct focus to be particularly 
important.  
I think the focus points chosen by you and your peers are really 
important. While board use was a quite beneficial focus point 
for me, I cannot say the same thing for question types since I 
did not think much on it before deciding on it. I just chose it, 
and as it was not a conscious choice, I could not benefit from 
that observation a lot. 
 
In regard to both observing and being observed, she said, 
The first observation I did as an observer was on ‘giving 
instructions’. My peer used lots of different techniques while 
giving instructions. While observing her, I recognized some of 
my problems in giving instructions…the techniques that I lack. 
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But, when I observed my other peer with ‘teacher movement’, 
I can say that it did not contribute to my development much as 
I could only focus on reporting my peer’s movements instead 
of focusing on the reasons why she did so. Being observed was 
really beneficial I think…You are not aware of what you are 
doing in class for most of the time. When another person 
observes you, this is much more objective because you cannot 
criticize yourself as well as your colleagues do. 
 
  Participant C’s response was even more positive. When she was asked 
whether the peer observation process contributed to her professional 
development or not, Participant C stated, 
  Definitely yes. When I observed or was observed by a 
colleague and received feedback about my class, I learned new 
things. In terms of self-awareness, observations we did were 
really useful. Observing an experienced colleague was like 
looking into a mirror and I saw myself in her teaching. I do not 
know why but I felt really more comfortable with my 
experienced colleague and the observations I did with her 
contributed to my professional development more than the 
ones I did with my novice colleague. Maybe because of the 
similarity of our experience and our educational backgrounds. 
 
 Participant D responded: 
  I strongly believe that it contributed to my professional 
development. The observations I did gave me the chance to 
assess the ways I teach. They helped me to answer the 
questions in my mind related to the ways I teach, my teaching 
skills I mean, and my beliefs about the ways I teach. I thought 
about several issues that I haven’t given thought on for several 
years such as the board use, giving feedback, and teacher 
talk…I believe that I became more aware of these issues while 
I observed or was observed my colleagues. 
 
Participant C and D were both strongly positive about the benefits of the 
process. It is worthy of note that the teachers who had had previous experience with 
peer observation appeared to be more positive about the experience than the teachers 
who had not. This might also reflect the experienced teachers’ confidence given their 
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experience and the absence of the “power differential” (Threadgold & Piai, 2000, p. 
76) with colleagues who participated in the peer observation process.  
In their reflective journals, all of the four participants referred to the benefits 
of being observed by a colleague and receiving feedback from their colleagues. In 
their responses to the reflective journal guidelines about the observation model itself 
(See Appendix C), all of the four participants emphasized the contributions of post-
observation sessions to their professional development under the heading of 
“Reflections on the Whole Process”. Participant D stated that she did not find the 
pre-observation sessions to be as valuable, but the other participants disagreed.  
Table 6 presents the information related to Research Question 2, an extension 
of the first research question in that it investigated teachers’ perceptions of the 
specific perceived benefits received from their participation in this peer observation 
process. Participant responses related to this question were similar to their responses 
to the first question and were often combined with those responses, as they gave 
reasons why they perceived the peer observation process to be a productive 
professional development activity.    
While the information gathered from the participants of Threadgold and 
Piai’s study (2000) indicated that reflection seemed to have been more influential in 
terms of changing behavior when the teacher was in the observer role and could see 
for herself the effect of actions taken in class, the participants of this study found 
being observed more beneficial than observing.  
As can be seen in Table 6, when they were asked about the benefits of the 
peer observation process with the model proposed in this research study, all of the  
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Table 6 
 
Participants’ Responses Related to Research Question 2: What do the participants perceive as the benefits of peer observation with the adapted version of the 
clinical supervision model used?   
 
 Interviews Reflective Journals 
 
Participant A 
 
Since the process was restricted to a short period of time, she could not benefit 
from it very much. However, she added that it still contributed to her teaching 
skills, particularly when she was observed.  The feedback she received from 
her colleagues assisted her to revise the practical aspects of her teaching.  
 
 
PA mentioned the same points in her reflective journal.  
Participant B As long as focus points were chosen carefully, the peer observation process 
might be beneficial for a teacher’s professional development. Observing or 
being observed by a colleague gives you the opportunity to reconsider your 
teaching practices more objectively; still, being observed by a colleague and 
receiving feedback was more beneficial for her personal professional 
development than observing. 
 
PB mentioned the same points in her reflective journal. 
Participant C The peer observation process was a really rewarding and beneficial experience 
for her in terms of her personal professional development since it assisted her 
to become more self-aware of her own and her colleague’s teaching skills and 
reflect on them.  
 
As colleagues having various levels of experience, they had a lot 
to learn from each other and this process facilitated the knowledge 
sharing among the colleagues who participated in this study.  
Participant D Peer observations she did gave her the opportunity to think about several 
practical teaching issues that she had not given thought on for several years 
such as the board use, question types, giving feedback etc. She became more 
aware of these issues and gained valuable insights about them. Particularly, 
being observed by her colleagues helped her to answer questions in her mind 
related to teaching techniques she used.  
 
The peer observations she did gave her the opportunity to review 
many issues in ELT. During the observations, sometimes she put 
on her “learner glasses”, sometimes “teacher glasses” and for 
most of the time her “researcher glasses”, which made the 
experience as “a kind of revival” for her.  
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four participants gave similar responses. They emphasized the contributions of the 
process to their teaching skills as the major benefit of the observations.  
Teachers’ responses related to the question about collegiality, whether the 
participants believe that the study peer observation process helped them develop 
collegial relationships, are recorded in Table 7. As can be seen from the responses, 
all participants stated that the peer observation process encouraged collaboration  
among colleagues. This stated opinion was supported by entries in reflective 
journals. Both Participant A and Participant B, being novice teachers to the 
department, stated that the peer observation process helped them to know both their 
experienced and novice colleagues better and to share ideas with them about teaching 
issues. As Participant B stated, 
Peer observations affected the relationships with colleagues 
very positively. Especially, as a novice teacher, I had the 
chance to learn more about my colleagues and their classes. 
Now I know that if I have a problem with my classes, I can go 
and ask my colleagues’ opinions about it. 
 
Participants C and D shared this point of view; however, in the interviews 
conducted with both individual participants and the peers together, they stated that 
the peer observation process encouraged collaboration especially with the 
experienced colleague. When the experienced peers were asked whether the peer 
observations they did encouraged collaboration with colleagues, Participant D stated,  
Yes. Especially with the experienced teacher…Especially with 
her…We gave invaluable feedback to each other. We said ‘I 
could try this or that. We could do this another time.’ Yes, a 
lot. Maybe this is personal, I do not know. 
 
Participant C supported her colleague by saying that,  
I agree. Maybe our similar backgrounds have a kind of 
influence on our thoughts…As an experienced teacher, I want 
to observe an experienced teacher and I want to be observed by  
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Table 7 
 
Participants’ Responses Related to Research Question 3: Do participants believe that peer observation with this version of the clinical supervision helps them 
develop collegial relationships? 
 
                    
 Interviews Reflective Journals 
 
Participant A 
 
Peer observations she did following this model encouraged 
collaboration with her colleagues. She said several times that since 
she is one of the newly recruited teachers, peer observations she 
did helped her to share teaching issues both with her experienced 
and novice colleagues.  
 
Collaboration is a side effect of peer observation. They needed to collaborate 
with other participants and give chances to each other in order to learn more 
about each other.  
 
Participant B 
 
The peer observations she did following this model encouraged 
collaboration with her colleagues. After this experience, she felt 
more comfortable with the colleagues with whom she shared this 
experience. Whenever she felt the need, she could ask her peers’ 
opinions about teaching issues.  
 
As one of the newly recruited teachers, the peer observations she did gave her 
the opportunity to know about both her experienced and novice colleagues 
better.  
 
Participant C 
 
The peer observations she did following this model encouraged 
collaboration with her colleagues, in particular, with her 
experienced colleague. However, the peer observations she did 
were also a good opportunity to learn more about one of the newly 
recruited teachers.  
 
The peer observations she did following this model assisted her in terms of 
knowing her colleagues better, which levels and skills they taught, what sort 
of problems they encountered in class, and how they approached these 
problems.  
 
Participant D 
 
The  peer observations she did following this model encouraged 
collaboration with her colleagues very much. Especially with her 
experienced colleague, she had the opportunity to exchange ideas, 
teaching skills, and different ways of teaching.  
 
 
In particular, post-observation sessions encouraged collaboration very much 
since she had the opportunity to share ideas related to teaching issues with her 
colleagues.  
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an experienced teacher for my professional development. Still, 
I believe that I can learn something from a novice teacher, too. 
 
  The final question of this study is answered by participants’ responses  
recorded in Table 8. It concerned whether there were any changes in the 
perceptions of the participants towards peer observation after having taken part in 
this study. All of the four participants were positive about peer observation, three 
of them more positive at the end of the study than they had been before the peer  
observation process began. Reflective journal entries also supported the responses 
given by the participants in the interviews.  
Participant A said that since she had not participated in a peer observation 
process before, she was concerned about being evaluated by her colleagues. She said,  
Actually, I was a little bit stressed before the experience. And 
after… actually not after, in the first observation I felt 
relaxed. First I thought that it was going to be a criticism of 
your profession, your job as a teacher. Then I understood that 
it is dealing with problems together to help each other. Now I 
feel totally positive about it. But as I mentioned before, time 
was limited. So, I could not benefit from it very much. 
 
Similarly, Participant B mentioned that she had not observed a colleague for 
professional development purposes before, except for the observations she did with 
her peers when she was a trainee-teacher.  
…I observed my friends at the fourth year of university, but it 
was different because we were not focusing on a point, we 
were just observing a peer without a focus. This time because 
of the fact that there was a focus point, I was more focused and 
more…how can I say…conscious of what I was doing. So 
these observations were effective for my professional 
development. 
 
 Participant C, the only participant who had observed and had been observed 
by a colleague solely for professional development purposes before, stated that she 
had always been positive towards peer observation, and she added that her  
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Table 8 
 
Participants’ Responses to Research Question 4: Are there any changes in the perceptions of the participants towards peer observation after taking part in this 
study?   
          
 
 
 Interviews Reflective Journals 
 
Participant A 
 
Since she had not participated in a peer observation process before, she had a 
doubt that she could be evaluated by her colleagues, which affected her in a 
negative way in the beginning. However, after the first observation, she 
understood that she would be working with her colleagues to provide and 
receive help about the problems that can be encountered in class. For this 
reason, she felt entirely positive after the process.  
 
PA pointed out the issues that she raised during the interview. She 
felt a bit anxious until the first observation since she thought that 
she could be criticized by her colleagues. However, the process 
did not work out in the way she had feared in the beginning.  
 
Participant B 
 
She had not observed a colleague for professional development purposes 
before, except for the observations she did with her peers when she was a 
trainee-teacher. She was more focused and more conscious during the peer 
observation process, which affected her positively in terms of her personal 
professional development.  
 
Her attitudes became more positive about the process since peer 
observation process helped her to establish a constructive 
interaction with her colleagues.  
 
Participant C 
 
She had always been positive towards peer observation due to her previous 
experiences with it. After this experience, her attitudes towards peer 
observation did not change, and she emphasized that she would still be positive 
towards it in future.  
 
The peer observation process was entirely a positive experience 
for her since sharing professional concerns with her colleagues 
was beneficial for her development as a teacher.  
 
Participant D 
 
She became more positive towards peer observation after the experience. Even 
though she had not participated in a peer observation process solely for 
professional development purposes before, she already knew how useful it 
might be for a teacher’s development. The experience proved the reality of her 
assumptions.  
 
 
After experiencing the peer observation process, she became more 
familiar with it and saw its contributions to her teaching. 
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viewpoints did not change after the experience. She emphasized that she would still 
be positive in the future.  
Participant D stated that she became more positive towards peer observation 
after participating in this study. She said, 
 I have become more positive. I did not participate in a peer 
observation program just for my professional development 
before. However, I already knew many things about peer 
observation, and I know how useful it is. But, when you go into 
action, you become more familiar with it, and you actually 
experience it, and you see the positive sides of the peer 
observation. 
 
Conclusion 
 The findings gathered through the pre-observation questionnaire, semi-
structured interviews, and reflective journals would seem to indicate that all four 
participants, having different levels of teaching experience and previous experience 
with classroom observation in general and peer observation in particular, found the 
peer observation procedure conducted through this study to be a productive process 
with specific benefits for their teaching. All participants agreed that the peer 
observation process promoted collaboration among colleagues, which is given as 
the main advantage of peer observation in literature (Beigy & Woodin,1999; 
Malderez & Bodoczky,1999). As mentioned above, while one participant was 
neutral, the other three were positive about peer observation before the process 
began, with those three demonstrating more positive attitudes towards this specific 
peer observation process at the end of the study. The neutral participant was also 
positive about the experience but had more reservations about the process.  
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CHAPTER 5: CONCLUSION 
Overview of the Study 
This study investigated the perceptions of four teachers working at AU-SFL 
about a proposed model of peer observation using an adapted version of the clinical 
supervision model in which the role of the supervisor was taken by a peer. Two 
experienced and two novice teachers who work at AU-SFL participated in this case 
study on a voluntary basis. Three tools and procedures were used to collect data by 
the researcher in this study:  
1. a pre-observation questionnaire, which was given to the participant 
teachers two weeks before the process began,  
2. reflective journals which were kept by the participant teachers throughout 
the process, and  
3. interviews which were conducted upon completion of the   
                 series of peer observations. 
 Participants were given a pre-observation questionnaire before the peer 
observation process began in order to get their individual pre-conceptions about and 
learn their previous experiences with peer observation and classroom observation in 
general. Responses to the questionnaires were recorded and entered into a series of 
tables (See Appendix H).  
Semi-structured interviews were conducted with participant teachers after the 
completion of the peer observation process, first individually, then in pairs, and 
ultimately in groups. The transcribed interviews were analyzed for responses related 
to the research questions, which were subsequently paraphrased in a series of tables, 
one table for each research question (See Chapter 4, Tables 5-8) along with 
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responses from reflective journals, which were kept by the participants during the 
process. 
Summary of Findings 
 In this chapter the results of the data are summarized by answering each of 
the research questions briefly.  
Research Question 1: Will going through a peer observation process based on 
a clinical supervision model, consisting of a pre-observation consultation, the 
classroom observation itself, and a post-observation analysis and discussion, be 
perceived by the participants as a productive professional development activity? 
All of the four participants stated that the peer observation process 
contributed to their professional developments in varying degrees. Participant A 
stated that she could not benefit from the peer observation process very much due to 
the time limitations, but while observing a colleague did not help her greatly, being 
observed by a colleague and receiving objective feedback did contribute to her 
personal professional development. Participant B stated that the peer observation 
process contributed to her personal professional development, emphasizing the 
importance of a carefully chosen focus point if an observation is to be beneficial for a 
teacher’s professional development. Participant C stated that the peer observation 
process definitely contributed to her professional development, especially the 
observations she did with the experienced teacher due to the similarity of their levels 
of experience and their educational backgrounds. Participant D stated that the peer 
observation process contributed to her professional development a lot since the 
process gave her the opportunity to share ideas related to teaching issues with 
colleagues.  
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The second research question was an extension of the first research question 
in that it asked: What do the participants perceive as the benefits of peer observation 
using an adapted version of the clinical supervision model? 
All of the four participants stated similar issues when they were asked the 
benefits of the peer observation process with the model proposed in this research 
study. They emphasized the contributions of the process to their teaching skills as the 
major benefit of the observations. Participant A stated that the feedback she received 
from her colleagues assisted her to revise the practical aspects of her teaching. In the 
same vein, Participant B emphasized that observing or being observed by a colleague 
and receiving feedback gave her the opportunity to reconsider her teaching practices 
more objectively. Participant C stated that she found the peer observation process a 
highly rewarding experience in terms of her personal professional development, as it 
helped her to become more aware of her own and her colleague’s teaching skills and 
reflect on them. Participant D stated that the peer observations she did gave her the 
opportunity to think about several practical teaching issues that she had not given 
thought to for several years. She stated that she became more aware of these issues 
and gained valuable insights about them.  
The third question was: Do participants believe that peer observation with 
this version of the clinical supervision model help them develop collegial 
relationship? 
 All of the four participants stated that the peer observation process 
encouraged collaboration among colleagues. Both Participant A and Participant B, 
being novice teachers to the department, stated that the peer observation process 
helped them to know both their experienced and novice colleagues better and share 
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ideas with them about teaching issues. Participant C and Participant D shared the 
same point of view; however, in the interviews conducted with both individual 
participants and the peers together, both of them stated that the peer observation 
process encouraged collaboration more with the experienced colleague. 
The last research question was: Are there any changes in the perceptions of 
the participants towards peer observation after taking part in this study?  
Although their perceptions had varied before the peer observation process began, the 
responses of all of the four participants to peer observation after taking part in this 
study were positive, showing definite change. Participant A stated that she felt 
anxious before the process began, since she thought that she would be evaluated by 
her colleagues. However, she stated that this did not happen, and she felt completely 
positive after the process. Participant B stated that, when compared to her previous 
experiences with peer observation, she thought that she was more focused and more 
conscious during this study. She stated that her attitudes became more positive about 
the process since it helped her to establish a constructive interaction with her 
colleagues. Participant C stated that she had always been positive towards peer 
observation due to her previous experiences with it. She stated that after this 
experience, her attitudes towards peer observation did not change, and she would 
continue to be positive towards it in future. Participant D stated that she became 
more positive towards peer observation after the experience. She expressed that even 
though she had not participated in a peer observation process solely for professional 
development purposes before, she already knew how useful it might be for a 
teacher’s development. She said that the experience proved the reality of her 
assumptions. 
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Discussion 
The data gathered through the instruments used in this research study 
answered the four research questions satisfactorily. A side-benefit of this research 
study was the recommendations made by the participant teachers in their reflective 
journals and during the interviews in order to improve the process in general and the 
model in particular. These recommendations will help to make it more productive for 
a future implementation. The aspects of this model particularly found useful were the 
importance of partnership and the efficiency of pre and post-observation sessions.  
All participants agreed on the importance of the partnership in order for a 
peer observation process to be beneficial for its participants. The importance of 
participating in such a process on a voluntary basis was also emphasized by the 
participants of this study.  
 Another point agreed on by the participants was the efficiency of the pre and 
post-observation sessions. However, one of the experienced teachers felt that pre-
observation sessions were not of crucial importance; and therefore, should be kept 
brief, while the other experienced teacher advocated the opposite by stating that pre-
observation sessions should last longer, as they are an opportunity to gather more in-
depth information about the class, the materials used, and the flow of the lesson as 
planned by the teacher. Novice teachers both stated that they were satisfied with the 
pre and post-observation sessions, and they both felt that the current procedure was 
fine. 
The first issue mentioned by all of the participants was the significance of the 
observation instruments used in class to collect required data. All participants 
emphasized the necessity of carefully designed, feasible, and user-friendly formats 
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for the observation sheets. Some modifications were recommended for the majority 
of the observation sheets used by the participants. As Participant D states “No matter 
how long you spent to investigate the observation sheet, you realize the deficits-if 
any- after using it in class”.  
 The second issue raised was the satisfaction of the participants in having a set 
of observation focuses, which might be expanded more by the teachers in a future 
implementation. Participant B recommended classifying focus points according to 
skills. For each of the courses taught at AU-SFL, which are grammar, reading, 
listening, speaking, writing, and a core-course in which skills are integrated, a set of 
focus points could be determined in accordance with teachers’ choices.  
 The third issue stated by the participant teachers was the frequency of 
observations. While experienced teachers supported the set scheduling of peer 
observations in a term, novice teachers suggested that it would be better if the 
frequency of observations was decided by teachers themselves. Both of the novice 
teachers stated that they would prefer to be observed when they felt the need for it.  
 The last issue stated by both novice and experienced participants of this study 
concerned the observation itself. They all preferred to be observed by experienced 
teachers for their professional development, as opposed to Threadgold and Piai’s 
study (2000) in which they state that being observed by experienced teachers might 
cause “the feelings of insecurity generated by the power differential between the 
observer and observee” (p. 76). In this study, the novice teachers both stated that the 
feedback they received from experienced colleagues was more beneficial for them 
than the feedback they received from each other. Likewise, experienced teachers 
stated that they would prefer to be observed by an experienced colleague in order for 
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a peer observation process to be beneficial for their professional development. In 
addition, novice teachers stated that their observation of experienced teachers’ 
classes might be more productive if they determined a focus point themselves, thus 
using the session for their own professional development rather than the experienced 
teachers’ benefit. This idea was also supported enthusiastically by the experienced 
teachers.  
Recommendations 
 Based on the comments of the participants of this study, the following 
recommendations might be suggested.  
 In the literature on peer observation, it is stated that during pre-observation 
consultation, the two teachers agree on the observation procedures or instruments to 
be used depending on the focus point determined by the teacher who is going to be 
observed (Richards & Lockhart, 1992). In this study, the procedure was organized 
and the instruments were provided by the researcher due to the participant teachers’ 
busy schedules. In a probable future implementation of peer observation, the 
responsibilities of organizing the procedure and providing instruments might be 
fulfilled by a staff development section which could be established in our unit to 
facilitate professional development activities.  
 Another recommendation is that a professional development program be 
well-rounded (Buchanan & Khamis, 1999). Peer observation, as shown in this study, 
can be a productive process; however, as mentioned earlier, it is not sufficient in 
itself. It needs to be combined with other professional development activities, such as 
subscribing to professional journals, attending and conducting conferences, 
encouraging research projects, and bringing in outside “experts” when feasible.   
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Limitations of the Study 
 This research study was limited in scope, covering the perceptions of only 
four teachers who work at AU-SFL towards the proposed peer observation model, 
which limits the generalizability of this study for the whole unit. The decision to use 
participants from the two extremes of experience may also have affected 
participants’ perceptions of whether they gained from all the observations.  
 Another limitation of the study, which was mentioned by all of the four 
participants, was the limited time allocated for the peer observation process. If there 
had been more time, more in-depth information could have been gathered, the 
participants could have gotten a better idea of how exactly the process contributed to 
their professional development, and information could have been collected about 
perceptions once the novelty of the experience had worn off.  
Implications for Further Research 
 Since this was a pilot peer observation process, only four teachers 
participated in this study over a one-month period. If the process is implemented in 
the program, it could be examined with a higher number of participants for a longer 
period of time.  At the same time, information more specific to the proposed model 
might be gathered. Once this process has been examined, another avenue of study 
might be to experiment with another model and make comparisons.  
 Another possibility for further research might be to compare the perceptions 
of novice teachers with experienced ones towards a proposed peer observation 
process, including perceptions of what is a peer – whether participants see 
themselves as peers. Questions about whether peer observation is more effective 
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among experienced teachers, and if so, how experienced does a teacher need to be to 
be considered experienced – to be considered a peer?  
 And finally, this study, using this specific model, could be replicated in 
another university.  
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APPENDICES 
Appendix A 
Observation Schedules 
 
Concerns that unstructured observation – regardless of the purpose of it – 
could be subjective or biased have led to the development of “objective” coding 
systems, called observation schedules, which are used to document observable 
behaviors in classrooms, either as they occur or with electronically recorded data 
(Bailey, 2001). There are several observation schedules that might be used during the 
observation process. Nunan (1989) states that almost every researcher who wants to 
explore classroom interaction creates his/her own instruments.  
There are some samples of these schemes in Nunan (1989), Day (1990), 
Allwright and Bailey (1991) and Genesee & Upshur, (1996). These samples might be 
used by the observers in a peer observation or the observers might take these as 
samples and create their own peer observation schedules (Karabağ, 2000).  
 
FIAC 
 FIAC is one of the early influential observation systems, which was 
developed by Flanders’ in 1970 (Bailey, 2001). FIAC represents Flanders’ 
Interaction Analysis of Categories. Flanders’s system focuses mainly on teacher 
behaviors and includes tallying instances of ‘indirect influence’ (accepts feelings, 
praises or encourages, accepts or uses ideas of students, and asks questions) and 
‘direct influence’ (lecturing, giving directions, and criticizing or justifying authority). 
Student talk is categorized simply as response or initiation; in addition, there is a 
category for silence or confusion (Bailey, 2001). Wragg (1994) defines this 
instrument as “an example of a simple category system” and states that it is widely 
used in teacher training (p. 35). Therefore, if peers want to be observed for the 
categories that FIAC classifies, this schedule might be used as an instrument 
(Karabağ, 2000).  
 
FLint 
 Moskowitz developed this system in 1971 by adapting Flanders’ system for 
use in foreign language education. Her adaptation, which expands the categories in 
FIAC, is called ‘FLint’ (for ‘foreign language interaction’) and includes categories 
for using English, which is presumed to be the learners’ L1, as opposed to the target 
language, as well as for teaching behaviors such as the teacher directing pattern 
drills, or the students giving a choral response which are related to language 
pedagogy (Bailey, 2001). Moskowitz used the FLint system ‘to conduct comparative 
research on the behavior of outstanding versus typical teachers’, in ‘teacher training’, 
and in ‘working with teacher supervisors’ (Bailey, 2001; p. 115). As Allwright and 
Bailey (1991; p.11) state, FLint might be used both as a ‘research tool’ to discover 
what is ‘good’ language teaching and as a ‘feedback tool’. If peers want to be 
observed for any of the categories listed under this schedule, they might use FLint as 
a tool in their peer observations (Karabağ, 2000).  
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FOCUS 
Another influential observation instrument is Fanselow’s FOCUS (foci for 
observing communications used in settings), which he developed in 1977. Fanselow 
designed his system by starting with Bellack’s four-part structure of classroom talk, 
which follows ‘a pattern of structure’, ‘solicit’, ‘respond’, and ‘react’ (as cited in 
Bailey, 2001; p. 115). In addition to these four basic pedagogical moves, Fanselow’s 
observation schedule involves categories for who is communicating, the mediums 
used, how content areas are communicated, and what areas of content are being 
communicated. Fanselow labels these categories ‘source’, ‘pedagogical content’ (i.e. 
Bellack’s four moves), ‘mediums’, ‘uses and content’ (as cited in Bailey, 2001; p. 
115). If peers want to be observed for their interaction with students, this schedule 
might be used by peers during their observation (Karabağ, 2000).   
 
COLT 
 COLT (Communicative Orientation of Language Teaching; Allen et al. as 
cited in Bailey, 2001) is an example of an observational instrument which was 
developed as a result of changes in language pedagogy. COLT’ s categories reflect 
developments in communicative language teaching (CLT), such as the use of 
information gap activities. It consists of two parts: part A and part B. Part A 
describes ‘classroom activities in organizational and pedagogic terms’ and analyses 
the classroom in terms of ‘activity description, participant organization, content, 
student modality, and materials’ and part B analyses ‘teacher and student interaction’ 
(Nunan, 1989; p. 86). The data yielded by COLT describes classroom activities and 
analyzes the features of the communication between teachers and students (Bailey, 
2001). If peers want each other to observe their organization of activities or again 
their interaction with students, they might use COLT during the peer observation 
process (Karabağ, 2000). For a copy of the COLT system, see Allwright and Bailey 
(1991, pp. 216 – 219) and Genesee and Upshur (1996, p. 78).  
 
SCORE 
 SCORE (seating – chart observation records) was developed by Acheson and 
Gall (1987). It provides information about the physical arrangement of a classroom. 
An observer can record a range of behaviors along with the amount and type of 
interaction among the participants of a language classroom with SCORE. Day (1990) 
claims that this instrument is particularly useful in documenting teacher-student-talk, 
keeping record of time-on task, and recording movement patterns. This scheme 
might also be used by peers to observe any of the aforementioned points in a peer 
observation program (Karabağ, 2000). 
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Appendix B 
PRE-OBSERVATION QUESTIONNAIRE 
A. Background Information 
Degree programs completed: (please indicate your area of specialization as well) 
a) BA/BS in _________________________________________________ 
b) MA/MS in ________________________________________________  
c) Ph.D in ___________________________________________________ 
Years in teaching: 
Other schools where you have taught: 
B. Peer Observation 
1. Have you ever heard the term peer observation? 
         (  ) Yes                 (  ) No 
2. If yes, briefly explain what you know about it.  
C. Previous Experience in Classroom Observation 
3. Have you ever observed a colleague? 
   (  ) Yes                      (  ) No 
If your answer is yes, answer questions 4 and 5. If no, continue directly to 
question 6. 
4. This experience contributed to my personal professional development: 
   (  ) A lot 
   (  ) Quite a lot 
   (  ) A little 
   (  ) Little 
   (  ) Not at all                        
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5. Briefly explain your answer to question 4. 
 
 
6. Have you ever observed someone other than a colleague such as a supervisor 
or a teacher trainer? 
  (  ) Yes                        (  ) No 
If your answer is yes, answer questions 7 and 8. If no, continue directly to 
question 9. 
7. This experience contributed to my personal professional development: 
   (  ) A lot 
   (  ) Quite a lot 
   (  ) A little 
   (  ) Little 
         (  ) Not at all                        
8. Briefly explain your answer to question 7. 
 
      
 
 
9. Have you ever been observed by a colleague? 
        (  ) Yes                      (  ) No 
If your answer is yes, answer questions 10 and 11. If no, continue directly to 
question13. 
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10.  Why do you think you have been observed? Tick all that apply. 
(  ) For the observer’s professional development 
(  ) For your professional development 
(  ) For evaluation 
(  ) For somebody’s study 
      (  ) Other (please specify) ______________________________ 
11. This experience contributed to my personal professional development: 
           (  ) A lot 
           (  ) Quite a lot 
           (  ) A little 
           (  ) Little 
           (  ) Not at all                        
     12. Briefly explain your answer to question 11. 
 
 
13. Have you ever been observed by someone other than a colleague such as a  
      supervisor or a teacher trainer? 
      (  ) Yes                      (  ) No 
       If your answer is yes, answer questions 14 and 15. 
     14. Why do you think you have been observed? Tick all that apply. 
(  ) For the observer’s professional development 
(  ) For your professional development 
(  ) For evaluation 
(  ) For somebody’s study 
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      (  ) Other (please specify) ______________________________ 
15. This experience contributed to my personal professional development: 
(  ) A lot 
(  ) Quite a lot 
(  ) A little 
(  ) Little 
      (  ) Not at all                        
16. Briefly explain your answer to question 15.   
 
 
     17. Have you ever observed a colleague solely for personal professional    
      development purposes? 
       (  ) Yes                                     (  ) No 
      If your answer is yes, answer question 18 and 19. 
18. Who initiated this observation? 
_________________________ 
 
 
 
19. Did you find it beneficial? 
(  ) A lot 
(  ) Quite a lot 
(  ) A little 
(  ) Little 
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(  ) Not at all  
      20. Briefly describe in what ways you found this experience beneficial or not.    
 
 
21. Have you ever been observed by a colleague solely for personal professional    
      development purposes? 
               (  ) Yes                                     (  ) No 
             If your answer is yes, answer question 21 and 22 
       22. Who initiated this observation? 
              _________________________ 
         
        23. Did you find it beneficial? 
(  ) A lot 
(  ) Quite a lot 
(  ) A little 
(  ) Little 
            (  ) Not at all     
24. Briefly describe in what ways you found this experience beneficial or not. 
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Appendix C 
REFLECTIVE JOURNAL GUIDELINES FOR THE OBSERVER 
A. General Information on the Class Observed: 
Date of Observation: 
Level: 
Course: 
B. Reflections on the Pre-Observation, Classroom Observation, and Post- 
Observation Sessions: 
Pre-Observation Session: 
1. The time spent on the session: 
2. Meeting place: 
3. Your comments on the session in terms of; 
 establishing the aims of the observation 
 clarifying the aims of the observation 
4. Additional comments on the session 
Classroom Observation: 
1. Duration of Observation: 
2. Focus of Observation:  
3. Instruments Used to Collect the Required Data (e.g. observation 
schedules, anecdotals, audio recordings etc.): 
4. Your comments on the following points: 
 any change you notice in the atmosphere of the class due the 
presence of an observer 
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 any difficulty/problem encountered while gathering the 
requested information based on the focus 
 changes you would make the next time you do this observation 
if you were to do this observation again 
5. Additional comments on the session 
Post-Observation Session: 
1. The time spent on the session: 
2. Meeting place: 
3. Your comments on the session in terms of; 
 the roles you took in the feedback process 
 your comfort level in expressing your opinions to your peer 
C. Reflections on the Whole Process 
1.   Your comments on the following points: 
 suggestions to improve or change the process 
 contributions of the process to your teaching (if any) 
 your reflections on peer observation process in general 
2. Briefly explain whether it was a positive or negative experience for you, 
or whether it was neither negative nor positive, and why.  
3. Briefly explain your perceptions of the attitudes of both you and your  
peer in regards to this task. Do you think you were both taking this task 
seriously and trying to learn from it? 
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REFLECTIVE JOURNAL GUIDELINES FOR THE OBSERVEE 
     A. General Information on the Class Observed: 
Date of Observation: 
Level: 
Course: 
B. Reflections on the Pre-Observation, Classroom Observation, and Post- 
Observation Sessions: 
Pre-Observation Session: 
1. The time spent on the session: 
2. Meeting place: 
3. Your comments on the session in terms of; 
 establishing the aims of the observation 
 clarifying the aims of the observation 
4. Additional comments on the session 
Classroom Observation: 
1. Duration of Observation: 
2. Focus of Observation:  
3.   The reason why you asked your partner to focus on this aspect of your 
teaching: 
4. Your comments on the following points: 
 any change you notice in the atmosphere of the class due the 
presence of an observer 
 your comfort level in teaching the class while being observed 
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 changes you would make the next time you do this observation 
if you were to do this observation again 
5. Additional comments on the session 
Post-Observation Session: 
1. The time spent on the session: 
2. Meeting place: 
3. Your comments on the session in terms of; 
 the roles you took in the feedback process 
 your comfort level in receiving your opinions of your peer 
 the usefulness of the information collected 
C. Reflections on the Whole Process 
1.   Your comments on the following points: 
 suggestions to improve or change the process 
 contributions of the process to your teaching (if any) 
 your reflections on peer observation process in general 
2.   Briefly explain whether it was a positive or negative experience for you, 
or whether it was neither negative nor positive, and why.  
3.   Briefly explain your perceptions of the attitudes of both you and your peer 
in regards to this task. Do you think you were both taking this task seriously 
and trying to learn from it? 
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Appendix D 
INTERVIEW QUESTIONS 
1. Do you feel that your attitudes about peer observation have changed as a 
result of this experience?  
[If so], in what way?  
 What do you think was the primary reason for the change?  
2. Do you feel that peer observation you did following this model did or did not 
contribute to your personal professional development? 
[If yes], in what ways? (OR, if yes;) 
 What do you perceive as the benefits of peer observation with this 
model in terms of your personal professional development? 
[If no,] why? 
3. Do you feel that the peer observation you did (following this model) was 
beneficial for your personal professional development? For example, did it or 
did it not contribute to your teaching? 
[If did]; 
 What did you learn as observer? In what ways did or will it influence 
your teaching? 
 What did you learn as the person observed? How will it influence 
your teaching? 
[If did not]; why? 
4. Do you feel that peer observation you did (following this model) did or did 
not encourage collaboration (partnership/cooperation) with your colleagues? 
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[If yes], in what ways? 
[If no], why? 
5. What are your reflections on peer observation process in general? Was it a 
positive or a negative experience for you? Or neither positive nor negative? 
Explain your answer please.  
6. Do you have any suggestions for improving the process? 
7. With reference to your and your peers’ attitudes towards this task, do you 
think that you were both taking this task seriously and trying to learn from it? 
8. Would you be interested in continuing this process or being involved in 
future peer observation in our unit?  
9. Do you think this process, using this model, would be an effective 
contribution to professional development in our unit? 
 Why do you think so? 
 Why not? 
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Appendix E 
GUIDELINES FOR OBSERVATIONS 
For the Teacher 
 Tell your students that (ahead of time possible) that the observer is there to 
observe you and not them (this will put them at ease). 
 Tell the observer exactly what you want to have observed. 
 Let the observer know the nature of your class, the kind of materials being 
used, your approach to teaching, the kinds of students in your class, etc. 
(anything that will help the observer prepare before entering your class).  
 Meet with the observer before and after the observation. The post-observation 
meeting should take place as soon as possible after the observation so you can 
more easily discuss the information that has been collected.  
 Do not involve the observer as a participant in your lesson. The observer 
cannot observe effectively if asked to do so. 
 Do not change your teaching style for the observation. The observer is not 
there to evaluate you, but to help you investigate problems you may have and 
to see herself in you and her teaching in your teaching. 
 
For the Observer 
 
 Sit as unobtrusively as possible. 
 Avoid eye contact with the teacher during the observation. 
 Use the observation instruments agreed upon with the teacher. 
 Meet with the observer before and after the observation. The post-observation 
meeting should take place as soon as possible after the observation so you can 
more easily discuss the information that has been collected. 
 Observe the students, not just the teacher.  
 Do not criticize or evaluate the teacher. Just stick to what the teacher has 
asked you to do.  
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Appendix F 
FOCUS POINTS DETERMINED BY THE PARTICIPANTS 
 Attitude to Problem Students 
 Analysis of Teacher Movement 
 Question Types 
 Teacher Talking Time 
 Giving Instructions 
 Use of Black/Whiteboard 
 Lesson Plan Organization 
 Giving Feedback 
 Time Allotted to Each Activity 
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Appendix G 
SAMPLES OF OBSERVATION SHEETS USED BY THE PARTICIPANTS 
DURING THE OBSERVATIONS 
 
I. ATTITUDES TO PROBLEM STUDENTS* 
Observer: 
Teacher Observed: 
Date of Observation: 
Level: 
Course: 
Number of Students in Class: 
 
Procedure 
Before the Lesson 
Arrange to observe a lesson. With your peer, talk about the student(s) who create(s) problems in 
class. 
During the Lesson 
1. Choose all students or five/six students at random including the one(s) who create(s) 
problems. Create a seating chart at the beginning of the observation or in the pre-observation 
session showing where the subject students are sitting in order to help you take notes during 
the observation.  
2. Record the teacher’s verbal and non-verbal expressions towards the selected group including 
the one(s) who create(s) problems by using the attached form for the observation. Use 
additional paper if there is not room in the form for comments.  
After the Lesson 
         Discuss the teacher’s approach towards the problematic student(s) with regard to his/her  
attitudes  towards the other students in group.  
 
 
 
 
 
 
 
 
 
 
*Adapted from Wajnryb. R., (1992).  
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II. GIVING FEEDBACK* 
Observer: 
Teacher Observed: 
Date of Observation: 
Level: 
Course: 
Number of Students in Class: 
Procedure 
During the lesson the focus will be on the error correction techniques. By using the following 
table, record how many times each technique was used and how. Put a mark in the “number” 
column for each instance of feedback. 
How the Teacher Responds Number How Was Done 
 
Praises. 
 
  
 
Ignores the error. 
 
  
 
Doesn’t seem to hear the error. 
 
  
 
Interrupts. 
 
  
 
Asks the student to repeat. 
 
  
 
Corrects with teacher voice. 
 
  
 
Corrects with gesture. 
 
  
 
Asks student to correct self. 
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Asks “named” other student to 
correct. 
 
  
 
Asks whole class to help. 
 
  
 
Uses the board to draw/write 
something. 
 
  
 
Refers student to past example. 
 
  
 
Repeats whole thing with 
question intonation. 
 
  
 
Repeats up to word before 
mistake. 
 
  
 
Uses finger correction. 
 
 
  
 
Uses explanation. 
 
 
  
 
Other s/ss correct(s). 
 
 
  
 
Student self corrects. 
 
 
  
 
Other 
 
 
  
 
Comments:  
 
 
 
*Adapted from University of Maribor, Faculty of Education, Department of English and   
  American Studies’ Lesson Observation Tasks and  
  Eastern Mediterranean University, School of Foreign Languages, Training Unit’s   
  Classroom Observation Tasks (See Bibliography for the Web-site Addresses under the heads     
  of  “Lesson Observation Tasks” and “Internship Program, Classroom Observations”).  
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Appendix H 
TABLES PRESENTING PARTIPANTS’ RESPONSES TO THE PRE-
OBSERVATION QUESTIONNAIRE 
 
Table 1 
Answers Given to Questions 3-5 on the Pre-observation Questionnaire. 
 
               ªn. Q.3. Have you ever observed a colleague? 
      Q.4. This experience contributed to my personal professional development: 
                    Q.5. Briefly explain your answer to Question 4. 
                bn. 5, a lot; 4, quite a lot; 3, a little; 2, little; 1, not at all.  
 
 Table 2 
Answers Given to Questions 6-8.  
 
        ªn.  Q.6. Have you ever been observed by someone other a colleague supervisor and teacher-  
              trainer? 
 Q.7. This experience contributed to my professional development.  
 Q.8. Briefly explain your answer to Question 7. 
 
                                                          
 
1 Participant  
2 Question 
3 Yes/No  
1P 2Q3             Q4          Q5ª 
 Y 3N 5  4  3  2  1b  
A.   X       X  The classroom atmosphere was not natural 
and was affected by the presence of an 
observer in a negative way. Students were 
shy. 
B.    X      - 
C.   X     X    I learned some other ways of approaching 
students, thought about my own teaching, 
and had the opportunity to criticize the 
way I teach. 
 
D.   X     X    I realized other alternative 
ways/techniques while observing my 
colleagues. 
P  Q6 Q7 Q8ª 
 Y N 5 4 3 2 1  
A.  X      _ 
B.  X      _ 
C.  X      _ 
D. X   X    It helped me to think over my 
techniques, methods etc. Moreover, it 
made me think critically about the way 
I teach. 
 93 
 
 
Table 3 
Answers Given to Questions 9 & 10. 
      ªn. Q. 9. Have you ever been observed by a colleague? 
            Q. 10. Why do you think you have been observed? Please tick all that apply. 
 
Table 4 
Answers Given to Questions 11-12. 
       ªn. Q. 11. This experience contributed to my professional development: 
            Q. 12. Briefly explain your answer to Question 11.  
 
Table 5 
Answers Given to Questions 13-14. 
       ªn. Q. 13. Have you ever been observed by someone other than a colleague  such  
             as a supervisor or a teacher trainer? 
             Q. 14. Why do you think you have been observed? Please tick all that  apply. 
 
 
Q9 Q10ª P.A P.B P.C P.D 
 Y N For the observer’s professional 
development 
- X   
A.  X     For your professional development -    
B. X      For evaluation -    
C. X      For somebody’s study -  X X 
D. X      Other (please specify) - - - - 
P Q11 Q12ª 
 5 4 3 2 1  
A. -  -  -  -  - - 
B.     X Since I did not receive any feedback at the end 
of the process, it did not contribute to my 
professional development at all. 
C.  X    I was observed by a teacher who is a native 
speaker of English. I wanted him to focus on 
my pronunciation. It was beneficial. 
D.    X  The issues discussed after the observation did 
not encourage me to think about anything 
related to my own teaching. 
P Q13 Q14ª 
 Y N  PA P.B P.C PD 
A. X  For the observer’s professional development     
B. X      For your professional development    X 
C. X      For evaluation X X X X 
D. X      For somebody’s study     
       Other (please specify)  -   -   -  - 
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Table 6 
Answers Given to Questions 15 & 16.  
       ªn. Q. 15. This experience contributed to my professional development: 
            Q. 16. Briefly explain your answer to Question 15. 
Table 7 
Answers Given to Questions 17 & 18. 
  
P Q17 Q18ª 
 Y N  
A.  X _ 
B.  X _ 
C.  X  The teacher that I observed 
D  X - 
       ªn. Q. 17. Have you ever observed a colleague solely for professional development    
             purposes? 
             Q. 18. Who initiated this observation? 
 
Table 8 
Answers Given to Questions 19-21. 
 ªn. Q. 19. This experience contributed to my professional development: 
      Q. 20. Briefly describe in   what ways you found this experience beneficial or not.  
      Q. 21. Have you ever been observed a colleague solely for professional development    
       purposes? 
  
 
 
 
              Q15 Q16ª 
5 4 3 2 1  
 
A.    X  It was a part of the internship program. As I was observed to be evaluated, 
I felt nervous. The class atmosphere was artificial. 
B.  X    With the feedback of the teacher trainer, I had the opportunity to realize 
my mistakes.  
C. X     The teacher trainer who observed me was highly qualified. Especially, pre-
observation meetings helped me a lot. 
D.    X   Since I was already aware of my adequacies and inadequacies,   
the feedback given by my supervisor was not new or surprising to me.  
P Q19 Q20 Q21ª 
 5 4 3 2 1  Y N 
A.      -  X 
B.      -  X 
C. X     Observing a colleague widened my point of 
views. 
 X 
D.      -  X 
